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Becoming international in a Japanese school: an
ethnographic study
Lynne Parmenter
Abstract
In 1989, the Japanese Ministry of Education, Science and Culture (Monbusho)
published a set of reforms which took effect in junior high schools from April 1993.
Two issues emphasised in these reforms were the importance of strengthening national
identity and the promotion of internationalisation.
Based on two years ethnographic research in Japanese junior high schools shortly after
the reforms took effect, this thesis is centred on the study of these two issues. The thesis
explores Monbusho and students' interpretations of what it means to be Japanese and to
be international. The focus throughout the thesis is on the development of students'
identities, or their ways of seeing, thinking and feeling about themselves, others and the
world in which they live.
The first half of the thesis considers theories relevant to the subject. Chapters 1 and 2
examine the nature and development of identities in general, and of national,
international, global and cultural identities in particular. Chapters 3 and 4 focus on
Japan, considering theories of Japanese identities and surveying literature on Japanese
nationalism and internationalisation. Chapter 5 takes a chronological approach to the
development of identities at each stage of the Japanese education system.
The second half of the thesis is based on data collected during the two years fieldwork
in Japanese schools. Chapter 6 describes the methodology, and discusses some of the
issues which arose during the course of the fieldwork. Chapters 7 and 8 explore the
basic principles which underpin the development of all identities in Japan, while chapter
9 centres on the individual's construction and change of his! her own identities.
Building on the foundations of these three chapters, chapters 10 and 11 move on to the
specific issue of the development of national, international, global and cultural identities
by junior high school students.
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Introduction
"Internationalisation" (IJ I 4I, kokusaika) is one of the buzzwords of Japanese
education in the 1 990s. Emphasised by the Japanese Ministry of Education, Science and
Culture (hereafter referred to as Monbusho) in its 1989 reforms, internationalisation is
advocated throughout the school system and across the curriculum, in spite of its
importance within Japan, however, this facet of Japanese education has been scantily
addressed in the literature on Japanese education, particularly in the literature available
in English. Certain aspects of the subject, such as returnee education (e.g. Goodman
1990) and foreign language education (e.g. {2t (Sasaki Teruo) 1994, Yano
1992) have been treated, as have some of the implications of policies of
internationalisation at the administrative level (Ehara 1992, Lincicome 1993). Books of
advice for teachers on how to incorporate internationalisation into the teaching of
specific subjects are also available (e.g. Jt E & F) - (Inoue Hirokichi &
Horiuchi Kazuo) 1994). What has been virtually ignored is the effects of the
internationalisation policy on the vast majority of students in ordinary Japanese schools.
Unlike the well-publicised returnees, these are students who have generally never been
abroad, and who may have had little contact with foreigners. They are not the 'elites' of
society, they do not have any say in national policies on internationalisation, and they do
not even feature in most reports of internationalisation in Japanese education, as these
tend to focus on numbers of students abroad and so on (e.g. Ministry of Education,
Science, Sports and Culture 1995). Yet they are at the centre of the internationalisation
issue. As Lincicome (1993: 124) observes:
.the current debate over kokusaika is likely to influence how the next
generation of Japanese learn to view themselves and the rest of us....
The purpose of this study is to explore this issue, the issue of how the next generation of
'ordinary' Japanese people are learning to view themselves and the rest of the world
during their three years ofjunior high school education, between the ages of 12 and 15.
As the study centres on ways of seeing self and others, it focuses heavily on issues of
identities. The overall aim of the thesis is to explore the effects of internationalisation
on the identities of Japanese junior high school students in four schools, relating the
findings of empirical research to the wider field of published knowledge relevant to the
topic. The first half of the thesis is devoted to discussions of existing literature, the
ideas of others. The second half of the thesis turns to original investigation, the results
of my own study.
Chapter 1 gives an overview of some relevant, general theories of identity, and discusses
how identities are constructed and developed in various social contexts. Chapter 2
examines in greater depth ways of seeing self in the world, centring on national,
9
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international, global and cultural identities. After drawing out the relationships between
the various ways of seeing self and the world, the role of schools in developing these
identities is explored.
While chapters 1 and 2 constitute a discussion of the general issues related to the study,
chapters 3 and 4 deal exclusively with the situation in Japan. Chapter 3 introduces some
significant ideas from major Japanese philosophical, religious and moral movements
and combines them with recent theories of self in an assessment of the various
influences on contemporary Japanese identities. Building on the general discussion of
chapter 2 and specifities of chapter 3, chapter 4 examines Japanese identities in the
nation and world, relating the contemporary situation to its historical context.
Recentring the focus of attention to schools, chapter 5 gathers the various concepts
raised in the first four chapters, and outlines the chronological development of identities
from infancy through to junior high school.
Chapter 6 describes the methodology used in the two-year ethnographic study of four
junior high schools in northern Japan. Reasons are given for choosing ethnographic
techniques to conduct fieldwork, and an explanation of procedures is combined with
discussion of various methodological issues which arose during the course of the study.
Chapters 7 to 11 present, discuss and interpret data collected during the fieldwork.
Chapters 7 and 8 explore some of the basic principles underlying all identities in Japan.
Chapter 7 portrays the 'ideal self, underlining the importance of concepts of A 11
(ningen, humanity), balanced development and 'the right way'. Chapter 8 looks at some
of th explicit discussions of self which appear in the data, and summarises the
individual's role in the development of self. Chapter 9 examines how the individual is
expected to construct and change his/her own identities. Chapters 10 and 11 turn to the
highlighted issue of the development of national, international, global and cultural
identities by junior high school students. Taking the themes of "self and group" and
"human relations" respectively, each chapter compares and combines the four elements
of Monbusho and student views in the immediate (school) and wider (national,
international) contexts.
The conclusions summarise the findings of the research and draw out implications of the
divergent Monbusho and student views of national and international identities for the
future of internationalisation in Japanese education.
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Of course, this study has limitations. Carried out using ethnographic techniques, it is
small-scale. The findings are not necessarily applicable to schools in other areas of
Japan, and should not be over-generalised. In addition, as pointed out above,
internationalisation is advocated throughout the Japanese education system, but this
study only considers the three years of junior high school. Further study in elementary
and senior high schools would facilitate a wider understanding of how young Japanese
people see themselves and the world they live in. Perhaps the most severe limitation,
however, is the fact that this study focuses solely on internationalisation within the
school. Goodman (1992: 166) notes that:
• .accounts of other education systems are not produced in an intellectual
vacuum but in an historical, political and cultural context.
It is not only the accounts, but also the education systems themselves, which are
produced in this historical, political and cultural context. In Japan, internationalisation is
a popular theme in many spheres of life apart from education. This thesis does not,
however, tackle the relationship of internationalisation in education with
internationalisation in the economic, political and social spheres. Neither does it, at
individual level, deal with the issue of influences of family, media and other 'out-of-
school' elements on the student's construction of national and international identities.
The omission of these crucial issues limits the study, but their inclusion would have
taken the study far beyond the word limit and deadline of this particular PhD. Aware of
these limitations, therefore, the decision was made to concentrate on the school
environment, on the junior high school stage, and on just four schools. In spite of its
limitations, it is hoped that the study will provide a contribution to knowledge in an area
which has, as yet, been the focus of little empirical research.
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In this first chapter, the focus will be on the nature and development of identities in
general. Of necessity, this will be a selective survey, highlighting only research on the
aspects of identity which are directly related to the topics arising from the data. Most of
the research reviewed in this chapter discusses theories of Western scholars. This raises
the issue of how appropriate it is to try to combine Western theories with a Japanese
situation. There are two points which can be raised in defence of this approach. The
first is that I am a Western person writing a Western thesis for a Western university. I
prefer to make my biases explicit in the name of reflexivity than pretend to ignore them.
Also, I think that the application of a certain perspective to a different situation can be
valuable, providing that perspective is not seen as superior to the 'native' perspective or,
worse still, the only perspective. I try to balance the Western bias, which I see as an
alternative to, in no way superior to, the native Japanese perspective, by a review of
research on Japanese ideas of identities in chapters 3 and 4, and by the inclusion of the
work of Japanese authors wherever possible.
The second point is that, in the field of psychology at least, upon which this chapter
draws heavily, most of the content studied in Japanese universities is actually based on
Western researchers and their theories. In the name index of one introductory
psychology textbook (Iwamoto Takashige; ed.), 1995: 278-279), the eight
Japanese names cited (including two of the authors) paled into insignificance compared
with the 121 Western names. In another psychology textbook ( * (Suzuki
Kiyoshi; ed.), 1995: 129-136) the balance was a little more even, with 195 references
made to Western authors and 81 to Japanese works. Nevertheless, the dominance of
Western theories in Japanese psychology is striking, and this is carried through into
education. In a preparation book for examinations for the teacher licence
.?iJF (Research committee for information on teacher examinations), 1996: 123-
194), the psychology section is heavily weighted towards Western scholars and theories.
It would, therefore, be unwise to assert that Western theories have no relevance to
Japanese education. Of course, the fact that all qualified teachers have studied Western
theories does not mean that their ways of acting, thinking and feeling about children
conform exactly to these theories. Just as I try in this thesis to combine and compare
'Western' and 'Eastern' theories of identities in an actual school context, so many
Japanese teachers probably have multiple perspectives on the issue. These multiple
perspectives surely enrich rather than detract from any study of a specific situation, and
so are included as a core element of this thesis.
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1.1 The construction of identities
As the title of this section suggests, this thesis is written from the perspective that
identities are neither acquired nor bestowed, but are actively constructed. Piaget lauded
this approach with his proposal of the notion that:
Children do not passively soak up information, but select and interpret
what they see, hear and feel in the world around them. (Giddens 1989:
73)
Moreover, identities cannot be constructed in an individual vacuum, but are socially
constructed. This concept can be found in its early form in the work of Berger &
Luckmann (1966: 183), who develop the argument that:
In the dialectic between nature and the socially constructed world the
human organism itself is transformed. In this same dialectic man
produces reality and thereby produces himself.
The concepts introduced here of a subjective world created through dialogue and
dialectic are crucial to a number of contemporary movements in the fields of sociology
and social psychology. Two such movements which have developed theories of identity
are the symbolic interactionist movement and the social constructivist movement.
Directly arising from the work of Berger & Luckmann, social constructionism proposes
that:
selves are not there to be found, but are constructed in the process of
social interaction. (Honess, 1992: 103)
Similarly, as Hewitt (1994: 7) explains, symbolic interactionism is based on the premise
that:
The reality of the world is not merely something that is "out there"
waiting to be discovered by us, but is actively created as we act in and
toward the world.
Both approaches imply that identities are constructed through action and interaction
with others in the world. This forms a contrast to the psychological 'received view', in
the West at least, of the achievement of a centralised, individual identity which is
acquired through childhood and adolescence (e.g. Erikson 1968) and then remains
constant and consistent over time and situation.
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1.2 Changing identities
If identities are constantly being constructed by the individual, then it is natural to
accept that they can change and develop. The case for changing identities is presented
by Fitzgerald (1993: 188), in this comment:
When it comes to learning new knowledge, human beings have an
enormous capacity for growth and adaptation. As we open ourselves to
new awareness, adjusting the self accordingly, our identities become
increasingly flexible. Identity, after all, is uniquely human - potentially
adaptive and transformative for those who accept the challenges of
growing beyond previous expectations.
The notion of "adjusting the self' is one which is central to this thesis. Self-adjustment
and self-transformation are key features of the research of Rothbaum and Weisz
(Rothbaum, Weisz & Snyder 1982, Weisz, Rothbaum & Blackburn 1984a, 1984b) on
the development of primary and secondaiy control. The basic definitions of primary and
secondary control are given in an article by Weisz, Eastman & McCarty (1996: 64):
In primary control, the form of control most commonly referred to in the
psychological literature, people strive to gain control by bringing the
environment or objective events into line with their wishes. In secondary
control... people may strive to exert control by bringing themselves into
harmony with prevailing environmental conditions and events in ways
that make those conditions and events more rewarding or less punishing.
In their first article, Rothbaum, Weisz and Snyder (1982: 28) imply that primary control
is more desirable than secondary control, claiming that:
People seeking secondary control are typically persons who have
experienced recurring prior failure or chronic disabilities.
In the second article (Weisz, Rothbaum & Blackburn 1 984a), it is recognised that this is
a culturally-biased view. The modified argument is that secondary control is an
alternative to, rather than second-rate to, primary control, and the point is made (Weisz,
Rothbaum & Blackburn I 984a: 956) that:
individuals who have been led to perceive primary control as relatively
undesirable or unseemly may emphasize secondary control more than
individuals taught to regard primary control as desirable and appropriate.
This reasoning suggests an important possibility: The manner in which
people blend primary and secondary control may be influenced by their
cultural milieu.
The authors identify Japan as an example of a country where secondary control is
considered more desirable and appropriate than prImary control. This notion is
15
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supported by Azuma (1984: 971), who highlights the multifarious forms of secondary
control encouraged in Japanese society, and by Kojima (1984: 972), who introduces the
idea that primary control may also be exhibited in different ways in Japanese society
than those portrayed by Weisz and Rothbaum.
As well as being presented in different forms, a point which should be stressed is that
primary and secondary control can be interpreted as serving different purposes. The
definition given above by Weisz, Eastman & McCarty (1996: 64) suggests that
secondary control is activated to make environmental conditions more rewarding or less
punishing. The emphasis on rewards and punishments implies the assumption of a
"morality of duty". This concept is defined and contrasted with a "morality of
aspiration" by Hamilton et al. (1989: 46):
A morality of duty refers, as the name suggests, to rules and norms that
keep us in line: minimal standards that must be met or punishments will
ensue... A morality of aspiration, in contrast, refers to goals and standards
that keep us moving forward, reaching, seeking to do our best.
The study by Hamilton et a!. finds that a morality of aspiration is actually emphasised in
Japanese classrooms over a morality of duty. This fmding does not undermine Weisz et
al.'s basic concept of secondary control, but it does imply that their ultimate rationale for
secondary control, "to make conditions and events more rewarding or less punishing",
may not be wholly appropriate. With this reservation in mind, the concepts of primary
and secondary control are ones which will be referred to frequently in the thesis as an
important aspect of identity for junior high school students.
1.3 Multiple and social identities
The view of identities as constructed and changing allows for flexible, multiple
identities. The description given by Hermans, Kempem & van Loon (1992: 28) captures
the essence of multiple identities:
.we contextualise the self in terms of a dynamic multiplicity of actively
autonomous I positions in an imaginal landscape. In its most concise
form this conception can be formulated as follows. The I has the
possibility to move, as a space, from one position to the other in
accordance with changes in situation and time. The I fluctuates among
different and even opposed positions.
The concept of multiple identities is based on the notion of a situationally, relationally
flexible self. Such a circumstantionally-based notion throws into question the
distinction which has often been made between personal identity and social identity (e.g.
16
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Tajfel 1981, Breakwell 1983, Hewitt 1994). As Wetherell (1996: 40) points out, such a
distinction may be useful analytically, but is rarely so clear-cut in real life:
.one's experience of a social identity (say that of being a member of a
profession or sect) will affect personality and character and one's identity
as a unique individual. One's personal identity, conversely, will have
contributed to one's choice of social identities or the personal way in
which a social identity is acted out.
This leads to the revised concept that all identities are personal, and all identities are
social. The social aspect of identity is emphasised by Burkitt (1994: 20):
..it is from within the mesh of our interdependence with other human
beings that our own self-identity is produced.
The idea of flexible, social identities does not mean that each identity has to be
constructed from scratch. Each individual has a basis to work from, defined by
Bourdieu (1977: 82) as a habitus:
..a habitus, understood as a system of lasting, transposable dispositions
which, integrating past experiences, functions at every moment as a
matrix ofperceptions, appreciations, and actions and makes possible the
achievement of infinitely diversified tasks, thanks to analogical transfers
of schemes permitting the solution of similarly shaped problems, and
thanks to the unceasing corrections of the results obtained, dialectically
produced by those results...
As Bourdieu suggests, the habitus, an ever-increasing foundation of previously
constructed identities and experiences, is always open to change and adaptation. As
such, it is the basis upon which new identities can be constructed. Duru-Bellat &
Henriot-van Zanten (1992: 77) expand upon this aspect of Bourdieu's concept:
..Bourdieu cite volontiers l'exemple du bonjoueur, qui est a la fois
contraint par les rgles dujeu, qu'il a interiorises, et libre en ce sens qu'il
sait sur cette base inventer toutes les strategies qu'exige la partie.
The concept of multiple, social identities incorporates this element of invention, in that
it recognises the individual's ability to adapt and change the self according to the
situation and to the other. Such a concept of identity is isochronously socially-oriented
and highly personalised. It is social in that it cannot exist without the presence (real or
imagined) of specific social circumstances and other people. As Berger (1963: 118)
notes:
One cannot be human all by oneself and, apparently, one cannot hold on
to any particular identity all by oneself.
17
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At the same time, the ability to shift between multiple identities requires personal
flexibility, construction and inventiveness.
The position taken in this thesis, then, is that the individual constructs multiple, flexible
identities which shift according to the situation and to the other. These identities are
simultaneously personal and social, and the false distinction between these two tenns is
collapsed in recognition of the fact that they are coexistent and inseparable.
1.4 Primary, secondary and tertiary socialisation
The basic idea of socialisation is that a new-born baby somehow becomes a competent
member of society. Berger & Luckmann (1966: 129) state the case:
The individual is not born a member of society. He is born with a
disposition toward sociality, and he becomes a member of society.
Although the basic idea has remained constant, theories of socialisation have evolved
and changed over the years. Until the late 1 960s and early 1 970s, two approaches
prevailed, as described by Feinman & Lewis (1991). According to Freud's
psychoanalytic theory, the child is full of instinctive drives which put himlher in
opposition to society. Socialisation is thus conceived as a taming process, designed to
control the child and make him/her conform to society's expectations. In contrast,
Watson's behaviourist theory was of a good child, who needed only to be moulded in the
correct manner to conform to society. Feinman & Lewis (1991: 2) point out the
common thread in these two models:
.both the conflict model espoused in Freud's psychoanalytic theory and
the 'clay-molding model represented in Watson's behaviorist approach
share the common view that, ultimately, the socialization process will
accomplish its intended goal, that of modifying and "civilising" the
infant's behavior. There is virtually no sense of positive commitment by
the infant to the socialization process in either model.
In these theories, the adult knows all, and the process of socialisation is a process of
training the child in appropriate behaviour. Challenges to the behaviourist and
psychoanalytic approaches began to appear in the late 1 960s. The major challenge was
that of the constructivist approach, which argues that the child is a more active agent in
the socialisation process. The contemporary view of socialisation is epitomised by
Gidden's (1989: 60) definition:
Socialization is the process whereby the helpless infant gradually
becomes a self-aware, knowledgeable person, skilled in the ways of the
18
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culture into which she or he is born. Socialization is not a kind of
'cultural programming', in which the child absorbs passively the
influences with which he or she comes into contact. Even the most
recent new-born infant has needs or demands that affect the behaviour of
those responsible for its care.
The infant has come to be seen not only as a committed participant in the process of
his/her own socialisation, but also as an active socialiser of his/her care-givers.
The next issue is the content of socialisation. There are obviously variations from
culture to culture, from group to group and from individual to individual in the precise
content and method of the socialisation process. Nevertheless, generalisations such as
those made by Hendry (1987: 38) are applicable to any culture or group:
Socialisation is the means by which an essentially biological being is
converted into a social one, able to communicate with other members of
the particular society to which it belongs. A child learns to perceive the
world through language, spoken and unspoken, through ritual enacted,
and through the total symbolic system which structures and constrains
that world. Through socialisation a child learns to classify the world in
which it lives, and to impose a system of values upon it.
To paraphrase Hendry, the content of socialisation and the basic foundations of identity
construction are learning how to act (enact ritual), how to speak (language), how to see
(perceive), how to think (classify) and how to feel (impose a system of values) in the
world. These are the themes which run through any process of socialisation but, to turn
from content to development, the rest of this section will deal with the three main arenas
of socialisation, namely, primary, secondary and tertiary.
Primary socialisation, although crucial as the first and probably most influential form of
socialisation, can be summarised briefly as the socialisation which takes place in the
first few years of life, usually in the family. It is in this context, during these years, that
the foundations of gender, cultural, class, ethnic, religious, family and possibly national
and many other identities are laid down. In Bourdieu's (1977: 87) terms, primary
socialisation is "the habitus acquired in the family", and he goes on to argue that this
habitus shapes all future experiences and individual structuring of those experiences.
Secondary socialisation is contrasted to primary socialisation by Berger & Luckmann
(1966: 130) through the following definition:
Secondary socialization is any subsequent process that inducts an already
socialized individual into new sectors of the objective world of his
society.
19
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For a child, the most obvious arena of secondary socialisation is the school.
Incorporating Bourdieu's theoiy of cultural reproduction in schools, Duru-Bellat &
Henriot-van Zanten (1992: 123) explain:
.le curriculum transmet aussi des schemes de pense, qui d&erminent la
manière dont les individus forms 'a même co1e' vont lire et traiter Ia
réalit. A travers des automatismes de raisonnement ou de vocabulaire,
ou de grilles pour rsoudre les problèmes, 1'co1e dote les lèves d'un
mode de fonctionnement intellectuel commun qui permettra
communication et reconnaissance sur la base d'un 'sens commun' qui
constitue 'P'habitus cultiv' d'une poque (Bourdieu, 1967)
Of course, it is not solely through the curriculum that secondary socialisation develops,
although this is undoubtedly important for the construction of identities. Teachers
encourage the socialisation of students in appropriate ways to act and speak as a pupil,
as a boy/girl, as a member of a specific nationallcultural group etc.. Peer-socialisation is
another vital aspect of school, leading to the development of possible identities as a
sports club member, as a leader, as a rebel and so on. Ethnographic accounts of
educational settings are replete with such examples of secondary socialisation in various
cultures and countries (e.g. Willis 1977, Ball 1981, Rohlen 1983, Peak 1991, Watkins &
Biggs (eds.) 1996, Lau (ed.) 1996).
Beyond primary and secondary socialisation is the concept of tertiary socialisation. In
embryonic form, this concept appears in Berger & Luckmann (1966: 130), although it is
not named as such, neither is it developed as an idea. Following definitions of primary
and secondary socialisation, the text continues:
We may leave aside here the special question of the acquisition of
knowledge about the objective world of societies other than the one of
which we first became a member, and the process of internalizing such a
world as reality - a process that exhibits, at least superficially, certain
similarities with both primary and secondary socialization, yet is
structurally identical with neither.
Although Berger & Luckmann leave this question hanging, it has been developed
further in the context of research on foreign language learning. Byram (1990: 5) defines
and explores the scope and boundaries of tertiary socialisation:
Foreign language teaching can be a major factor in what might be called -
as an extension of the notions of primary and secondary socialisation -
tertiary socialisation, in which young people acquire an intercultural
communicative competence: the ability to establish a community of
meanings across cultural boundaries. This does not mean that the learner
must become a native of the other language and culture - which is neither
possible nor necessarily desirable - but that she/he can perceive their own
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and the other culture from the perspective of the other speaker. This
involves both cognitive and affective psychological processes.
The idea of tertiary socialisation as it can be developed through school education in the
native culture is further developed by Doy (1992). Doy subdivides the concept of
tertiary socialisation into the three aspects of "kognitive Sozialisation", "moralische
Sozialisation" and "Sozialisation als Erwerb von Handlungskompetenf, emphasising
the broad nature of tertiary socialisation in encompassing many aspects of self.
However, the link between tertiary socialisation and the development of self and identity
is most clearly stated by Byram (1992: 11):
Tertiary socialisation is not merely the acquisition of tolerance of
differentness and othemess. It requires a modification of learners'
existing modes of thinking and acting... It takes learners beyond the
concept of national identity and national culture and opens a perspective
which is dependent on neither native nor foreign culture.
In other words, tertiary socialisation, like primary and secondary socialisation before it,
is a pathway along which individuals can change their selves and construct new
identities.
1.5 Summary
This chapter has briefly introduced some of the concepts of identity which are pertinent
to the topic in question. The view taken in this thesis is that identities are constructed
by the individual through interaction with others. As these identities are socially
constructed, they have to be flexible and adaptable to the situation and to the other. This
leads to the related concepts of multiple identities and the lifelong development of
identities. Furthermore, the individual has the power to change his/her own identities to
adapt to the circumstances through secondary control.
These concepts of identities shape the view of socialisation. Children are seen as active
participants in their own socialisation and the socialisation of those around them.
Socialisation is conceived of as a tripartite process involving increasingly complex and
wide arenas and identities. Primary socialisation is limited mainly to the immediate
family circle, and is crucial in the development of basic identities. Secondary
socialisation widens the circle to the school (and other institutions and/or secondary
environments), and introduces a new range of identities. Tertiary socialisation, which
has as yet been the subject of little research, extends the circle still further, beyond the
confines of the nation and on to the world stage. Identities in this widest and most
complex circle will be the focus of the next chapter.
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In his book on the political life of children, Coles (1986: 310) observes that:
A nation's politics becomes a child's everyday psychology.
This observation could be applied not only to the nation, but also to the international
and world spheres. In this chapter, attention switches from identities in general to the
specific issue of national, international, global and cultural identities. Definitions of
each of these identities will be given. The elements and development of each identity at
individual level will be discussed, and some of the links between the various identities
will be examined. In the final part of the chapter, the role of schools in the development
of these identities will be considered.
2.1 National and cultural identities
As soon as we are born, in most places on this earth, we acquire a
nationality, a membership in a community. Our names, often enough, are
recorded in a roll, made part of a government's records. The infant
knows nothing of this event, but the parents certainly are aware of it, and
what they know and feel, as citizens, as subjects, as comrades, is
communicated to a child in the first years of life. (Coles 1986: 59)
This quote illustrates the pervasiveness of national identity in the contemporary world,
but the phenomenon of national identity is actually a recent one. This is because the
concept of the nation-state has a relatively short history, appearing in preliminary form
in the sixteenth century (Wallerstein 1991: 92), and becoming widespread only in the
early nineteenth century (Calhoun 1993, Eriksen 1993).
With a history of under two hundred years, therefore, national identity is a relative
newcomer to the various social identities constructed by the individual in society.
Nevertheless, it has gained such prominence that Smith (1991: 70) claims that:
Today national identity is the main form of collective identification.
Whatever the feelings of individuals, it provides the dominant criterion
of culture and identity, the sole principle of government and the chief
focus of social and economic activity.
Smith's claims may appear extravagant, but they are supported by Greenfeld (1996: 10),
who remarks that:
In the modern world, national identity represents what may be called the
"fundamental identity", the one that is believed to define the very essence
of the individual, which the other identities may modify but slightly, and
to which they are consequently considered secondary.
Having defined the status of national identity, a definition of its nature becomes
necessary. It is difficult to find a clear, comprehensive definition of national identity.
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Most scholars distinguish between various types of national identity. Two of the most
illuminating models have been developed by Smith (1991) and Kellas (1991). Smith
suggests two models of national identity; a civic-territorial model (or Western) model,
and an ethnic-genealogical (or non-western) model. The Western model emphasises
territory, a legal-political community, a common culture and a common civic ideology.
This is contrasted to the non-western model, in which priority is given to common
descent, ethnicity and blood ties. In the latter model, national identity can be fully
retained outside the territory of the nation and, conversely, an outsider can never become
part of the nation. Smith (1991: 11) portrays the imagery of this kind of national
identity:
the nation can trace its roots to an imputed common ancestry and...
therefore its members are brothers and sisters, or at least cousins,
differentiated by family ties from outsiders.
Smith points out that the two models are not complete contrasts, but have many
similarities. Nevertheless, his distinction between Western and Eastern types of
national identity (and nationalism) has been refuted by Arnason (1990), who argues that
the geographical division is untenable. Arnason (1990: 231) states that:
The supposedly Western and Eastern types are... complementary sides
and alternative directions of every nationalism.
Kellas (1991) replaces geographical boundaries by the three categories of ethnic, social
and official nationalism. Ethnic nationalism is very similar to Smith's ethnic-
genealogical category, in that national identity is based on blood ties and common
descent, and is exclusive. Social nationalism is defined by KelIas (1991: 15) as:
the nationalism of a nation which defines itself by social ties and culture
rather than by common descent.
In this case a shared community, culture and national identity are promoted, but
outsiders can join if they identify with the nation and adopt its culture. Official
nationalism, the third type, is defined as:
the nationalism of the state, encompassing all those legally entitled to be
citizens, irrespective of their ethnicity, national identity and culture.
Kellas' official nationalism is contained within Smith's civic-territorial model, with his
social nationalism being contained in both of Smith's models. In both sets of models,
there is a political element to national identity (official, civic-territorial identity) and
there is a cultural element to national identity. The link between national and cultural
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identity will be examined in greater detail in the next section. In the meantime, theories
of the formation of national identity will be summarised.
According to Bloom (1990), who applies identification theory from social psychology to
international relations, national identity is the result of a group of people undergoing a
psychological process of making an identification with the nation. He clearly separates
the sense of national identity from the objective concept of the nation, explaining (1990:
52) that:
National identity describes that condition in which a mass of people have
made the same identification with national symbols - have internalised
the symbols of the nation - so that they may act as one psychological
group when there is a threat to, or the possibility of enhancement of,
these symbols of national identity.
Bloom uses the works of Freud, Mead, Erikson, Parsons and Habermas on identification
to claim that national identity is an extension of stable personal identity, which is
necessary for a sense of psychological security and well-being. This extension of
personal identity to national and other identities is a concept which will feature as
important in the data chapters. As in the development of personal identity (Erikson
1968), identification with significant others is complemented by differentiation from
others to form national identity. The importance of differentiation in forming national
identity has been drawn out by many authors (e.g. Featherstone 1995, Calhoun 1993). It
is perhaps most eloquently described by Hall (1991: 21), in his description of the
formation of an English identity:
To be English is to know yourself in relation to the French, and the hot-
blooded Mediterraneans, and the passionate, traumatized Russian soul.
You go round the entire globe: when you know what everyone else is,
then you are what they are not. Identity is always, in that sense, a
structured representation which only achieves its positive through the
narrow eye of the negative. It has to go through the narrow eye of the
needle of the other before it can construct itself.
This quote, although it relates specifically to national identity, is an echo of the
statement by Mussen et al. (1984: 320), in relation to the development of personal
identity in childhood, that:
we form our concepts of ourselves partly by observing others and
comparing ourselves with them.
It seems, then, that although national identity may be a relative newcomer to the
individual's spectrum of social identities, it is constructed in a similar fashion, and as an
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extension of, other identities. Although different researchers propose various models of
national identity, it appears that all the models contain some reference to an identity
based on shared territory (political/geographical sphere), shared culture and community
(cultural/social sphere) and shared descent (ethnic sphere). For the individual, national
identity involves recognition, acceptance and a sense of belonging in one, two or all of
these three spheres. Of the three spheres, the political/geographical and the ethnic
spheres are generally the most clearly defined, although they may still be problematic.
In the cultural/social sphere, however, the overlap (andlor conflict) between national
identity and cultural identity is not so easily observable.
The existence of a relationship between cultural. identity and national identity is
presumed by most researchers, but is seldom made explicit or examined closely. Kellas'
(1991: 67) connection of the two is typical:
Nationality and culture are almost synonymous. This is because both
include a sense of social identity, a language, education, religion, the arts,
science and so on.
This vague statement treating nationality (national identity?) and culture as "almost
synonymous" is over-generalised. The rationale given for the statement is even more
dubious. Although language is often critical in a sense of cultural identity, it is not a
prerequisite. Neither is religion necessarily an aspect of nationality or national identity.
National and cultural identities cannot be assumed to be synonymous.
Nevertheless, there is no denying that there is a link between national identity and
cultural identity, as is clear from the definitions of national identity discussed earlier in
this section. I would argue that the strength of this link varies according to the
idividual's situation. in general, it is likely that there would be a large overlap of
cultural and national identity for individuals who form part of the majority group of the
nation, and less overlap in cases where the individual is part of a minority group. It may
be that the two spheres reach their greatest point of contiguity in a country where
cultural and ethnic homogeneity are supposed, and cultural and national identity are
promulgated as coalescent.
So the relation between national and cultural identity varies according to the individual,
according to the position of the individual's cultural and/or ethnic groups in the nation,
and according to the nation itself. The question which remains is, "What is cultural
identity?". A definition which is both concise and clear has been proposed by Brock
and Tulasiewicz (1985: 4):
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In abstract tenns, cultural identity is the internalized cultural
consciousness - an identification with a distinct concept of reality,
accepted by virtue of participation in it.
This definition of cultural identity, as a concept of reality constructed through
participation in that reality, is very different from Kellas' (1991: 67) definition, quoted
above. Kellas seems to argue that cultural identity is the sum of various elements;
language plus religion plus arts plus education and so on. In contrast, Brock and
Tulasiewicz imply that cultural identity is a world view, constructed and developed by
the individual in interaction with others. In this case, language, religion and so on help
to shape and bound a certain world-view, but they do not directly constitute cultural
identity. This latter view accords closely with the constructivist theories discussed in
chapter 1.
If cultural identity is interpreted in this manner, as a constructed world-view, then the
nature of its relationship to national identity becomes a little clearer. Cultural identity is
the foundation upon which national identity is constructed. At the macro-level,
Schudson (1994: 65) recognises this when he argues that:
nation-states cannot be understood, or even defined, apart from their
achievement of some degree of cultural identity.
Cultural identity is a prerequisite for national identity, but the reverse is not necessarily
true. This is a point supported by Smith (1991: 99), when he writes that:
what we mean by national identity comprises both a cultural and political
identity and is located in a political community as well as a cultural one.
Smith's definition suggests a formula which could be written as follows:
cultural identity + political identity = national identity
where:
cultural identity = a certain world view / a concept of reality and a way of being within
that reality.
political identity = a concept of political ideas and their application to the particular
cultural 'reality' constructed.
Although this formula is appealing for its simplicity, I think a more precise definition,
for members of the majority cultural group of a nation, at least, might be the following:
national identity is the result of the action ofpolitical identity on cultural identity.
Rather than a simple addition, I think that national identity involves the honing of
cultural identity to particular political ideals, attitudes, values and practice. In this
process, aspects of cultural identity are not added to political ideas, but are qualitatively
changed. Specific aspects of cultural identity may be vested with positive or negative
attitudes, and emphasis may be given to or withdrawn from one or other aspect. This
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qualitative altering of cultural identity to adapt to specific political values and attitudes
forms the basis of national identity, and is developed by the individual in his/her ways of
acting and speaking, ways of thinking and seeing, and ways of feeling as a member of a
particular nation. This is the definition of national identity which will be used through
the rest of this thesis.
2.2 International and intercultural identities
There are two discrete stages in the development of international and intercultural
identities. The first, to appropriate Hannerz's (1990: 241) use of the image, is the stage
of 'national and cultural identity plus' - national identity plus a qualification in foreign
languages, cultural identity plus a trip abroad, and so on. Defined in this sense, the
function of international and intercultural identities is to reinforce rather than to provide
alternatives to national and cultural identities. Hofstede (1991: 237) gives a positive
appraisal of this function:
Successful intercultural encounters presuppose that the partners believe
in their own values. If not, they have become alienated persons, lacking
a sense of identity. A sense of identity provides the feeling of security
from which one can encounter other cultures with an open mind. The
principle of surviving in a multicultural world is that one does not need
to think, feel, and act in the same way in order to agree on practical
issues and to cooperate.
The implicit assumption here is that identity equals national and monocultural identity,
even in contact with people of different cultures and nations. These opportunities to
encounter other cultures and people are an essential stage in the development of
international and intercultural identities, although they do not automatically have to be
personal encounters. The media, education and other forms of indirect contact can also
provide opportunities to gain knowledge and understanding of other nations and cultures.
What Hofstede does not recognise, apart from the mention of "an open mind", is any
notion that an understanding of the other culture's values and world-view is important.
In this first stage, the world is an extension to the native national and cultural identities,
seen through the lens of established mononational and monocultural views and attitudes.
The existing ways of acting, speaking, thinking, seeing and feeling are not threatened,
neither do they change.
This parallels the development of personal identities in early childhood. First of all,
there are echoes of Piaget's observations that the new-born infant does not distinguish
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between him/herself and other people (Kohlberg 1987: 224). As Bee & Mitchell (1984:
211) write:
For the infant, the first step in developing a self-concept must be to
understand that he is a separate and distinct entity.
They go on to assert that this sense of separateness is formed through interactions with
others, just as the individual's sense of international/intercultural identity is formed
primarily through interactions with outsiders. In the same way that the infant realises
that other people have an independent identity and existence, so the individual realises
that other nations and cultures have an independent identity and existence.
Even after realising the independent existence of others, the young child still has a view
of the world which is predominantly egocentric. As Wadsworth (1989: 69) observes, in
a summary of Piaget's theories of the preoperational child:
He (or she) believes that everyone thinks the same way as he does and
that everyone thinks the same things he does. As a result, the child never
questions his own thoughts because they are, as far as he is concerned,
the only thoughts possible and consequently must be correct.
There are clear similarities to be drawn here with the development of international and
intercultural identities. At the early stage, the individual holds the ways of thinking of
his/her nation and culture. These are often not questioned as they are accepted as
absolute truth.
It is as the individual develops that s/he, like the child, realises that different ways of
thinking, seeing and feeling are possible. The subsequent self-reflection and
understanding leads to a relativisation of the individual's own sense of national and
cuJtural identity. This second stage of international and intercultural identity is
identified by Meyer (1991) in his three stage model of levels of intercultural
performance. From the initial "monocultural" level, students progress to the second
"intercultural" level, explained (Meyer 1991: 142) in these terms:
The learner is able to explain cultural differences between his own and
the foreign cultures because he can make use of the information he has
acquired concerning his and the foreign countries, or because he is able
to ask for information in relation to cross-cultural differences. The
information he has may be of historical, sociological, psychological or
economic nature, etc. Putting it metaphorically, one could say that the
learner stands between the cultures.
Meyer agrees with Hofstede that the individual must have information concerning (and,
implicitly, an understanding of the values of) her/his own culture/nation. In addition,
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though, the individual needs to be able to explain cultural differences between the native
and foreign cultures. In order to do this, as Meyer points out, the individual needs a
fund of historical, sociological, psychological and economic knowledge. However, this
knowledge alone is insufficient to explain cultural differences. The individual must also
have an understanding of what the members of the culture do with this knowledge, how
they interpret it, and what it means to them. In other words, there is a need to be able to
see the world from the perspective of native members of the foreign culture. The leap
from being able to see the world from the viewpoint of one's own nationlculture to being
able to see the world from the viewpoint of another nation! culture is a significant one.
It requires the ability to decentre and see one's own nation! culture from the outside, at
the same time as empathising, or seeing the other culture from the inside. Empathy in
this sense is defined by Brown (1987: 107) as:
reaching beyond the self and understanding and feeling what another
person is understanding and feeling.
Empathy thus requires the ability to experience the ways of thinking, seeing and feeling
of people of a different culture. It does not, however, demand agreement with and
approval of the other. Empathising with an 'outsider' does not mean becoming that
person or adopting their national and cultural identities. Notwithstanding, the
understanding of the outsider may mean challenges and alterations to the individual's
existing national and cultural identities.
Although both of these stages contribute to the development of international and
intercultural identities, then, they are very different. The first stage requires the ability
to look out to the world from the perspective of one's native nation and culture. The
second stage requires the ability to look at the world and one's native nation and culture
from the perspective of a foreign nation or culture.
2.3 Global and transcultural identities
Globalisation, as Albrow (1993: 248) notes, is a term which only came into use in the
1 980s to describe the concept of the population of the world being bonded into a single
society. Corollaries of globalisation are the ideas of global culture and global identity.
For some, global culture and the identity it would engender are characterised by ideas of
superficiality and artificiality. For example, Smith (1995: 24) asserts that:
a timeless global culture answers to no living needs and conjures no
memories. If memory is central to identity, we can discern no global
30
Chapter 2	 National, international, global and cultural identities
identity in-the-making, nor aspirations for one, nor any collective
amnesia to replace existing 'deep' cultures with a cosmopolitan 'flat'
culture.
Smith's argument reflects the anxiety that a global culture and identity would signal an
end to the variety of cultures currently in existence. This point is refuted by
Featherstone (1990: 1):
It is... misleading to conceive a global culture as necessarily entailing a
weakening of the sovereignty of nation-states which, under the impetus
of some form of teleological evolutionism or other master logic, will
necessarily become absorbed into larger units and eventually a world
state which produces cultural homogeneity and integration.
So, if a global culture is not an artificial concept or an overgrown national culture, what
is it? Two scholars of globalisation who have offered insights which are applicable to
global identity are Featherstone and Robertson. They both deal with cultures at the
collective rather than the individual level, which leads to some over-generalisation and
over-simplification. Nevertheless, ideas which are relevant to the development of
global identity at the individual level can be gleaned from their work.
Robertson's (1991: 77) definition of globalisation is this:
we may best consider contemporaiy globalization in its most general
sense as a form of institutionalization of the two-fold process involving
the universalization of particularism and the particularization of
universalism.
Applied, as Robertson intended it, to the globalisation of practices, ideas and knowledge,
this concept is unproblematic. Applied to identity, it could be read in two ways. The
fkst is an extension of the second stage of international identity. The individual's world-
view is projected on the rest of the world (universalisirig the particular) and is altered by
the growing understanding of the world (particularising the universal). Although this
may be a pathway towards global identity, it is not a satisfactory definition of global
identity in the sense I would like to use the term. The second reading, by contrast, is a
definition of global identity. One dimension of global identity is that it takes
'humanness', rather than nationality or cultural identification, as its basic unit of
definition. In so doing, it is simultaneously global and personal, encompassing the
entire human race while retaining a high level of individualism. Paradoxically, then,
globalisation combines the smallest and largest units of identity. Individual and global
identity are both governed by the factor of humanness. It is in this sense that
Robertson's (1991: 77) definition of globalisation, as the particularisation of the
universal and the universalisation of the particular. can also be read as a definition of
global identity.
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Featherstone's (1995) ideas of globalisation also offer insights into global identity. Of
several definitions proposed by Featherstone, one (1995: 114) is based on the following
premise:
we can talk about a global culture in... the sense that the globe is a finite,
knowable bounded space, a field into which all nation-states and
collectivities will inevitably be drawn. Here the globe, the planet earth,
acts both as a limit and as the common bounded space on which our
encounters and practices are inevitably grounded.
In other words, the unit of definition becomes the globe, rather than the individual
nations and cultures it contains. This notion of transcending individual nations and
cultures appears also in Meyer's (1991:143) 'transcultural' stage:
The learner is able to evaluate intercultural differences and to solve
intercultural problems by appeal to principles of international co-
operation and communication which give each culture its proper right
and which allow the learner to develop his own identity in the light of
cross-cultural understanding. He is able to negotiate meaning where
meaning is possible. Speaking metaphorically, one can say that the
learner stands above both his own and the foreign culture, but it should
be clear that this does not mean a 'cosmopolitan neglect' of his own
culture.
If the above definitions of transcultural identity as standing above two (or more) cultures
and global identity as trans-societal are accepted, then the ravine between these
identities on the one hand, and international and intercultural identities on the other
hand, becomes clear. International and intercultural identities are views of the world
(albeit open, malleable views) from within the parameters of a particular, native or
foreign, nation or culture. Global and transcultural identities are views of the
nation/culture from a world perspective. This global identity is not necessarily, as Smith
(1995: 24) describes, artificial and superficial. The richness, depth and complexity of
cultures and nations are recognised and upheld. The world is the same. The significant
factor is that global identity involves approaching the same world from an alternative
perspective. The person with a global or transcultural world-view does not see the
world through the lens of any particular national or cultural identity, but through the
eyes of a world citizen.
An individual may construct some or all of the identities discussed so far in this chapter.
The identities which are foremost at any one time depend on the situation and
relationships within the situation. At any one time, certain identities take precedence
over others for the individual, but others still exist. This notion of multiple identities
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(see section 1.3), and the ability to switch fluidly between them, is an important one in
discussion of national, cultural and international identities. As Hobsbawm (1996: 1067)
remarks:
The concept of a single, exclusive, and unchanging ethnic or cultural or
other identity is a dangerous piece of brainwashing. Human mental
identities are not like shoes, of which we can only wear one pair at a time.
In any particular situation, the individual, consciously or unconsciously, comes to face
crossroads where s/he is faced with three (or more) options. These options, which affect
the future development of identity, are the following:
1. to "turn off', reacting against international and intercultural influences, which are
perceived as a threat to existing identity. Featherstone (1995: 114) describes this as a
reaction which:
can lead to heightened attempts to draw the boundaries between the self
and others. From this perspective the changes which are taking place as
a result of the current phase of intensified globalization can be
understood as provoking reactions that seek to rediscover particularity,
localism and difference which generate a sense of the limits of the
culturally unifying, ordering and integrating projects associated with
Western modernity.
This turn at the crossroads represents a retreat into familiarity and a rejection of the
challenges posed by international and intercultural identity.
2. to go "straight on" along the continuum of international and intercultural identities.
This option requires the individual to increase his/her understanding of foreign cultures
and nations. At the same time, at the later stage of international and intercultural
identity, the individual must accept challenges to the self, and must be prepared to
reflect on the self and change as necessary. Melucci's (1995: 140) comments on
multiculturalism are equally applicable to interculturalism:
in order to meet otherness, one needs to change form. We cannot
communicate or relate to differences by simply staying ourselves. In the
issue of multi-culturalism, which implies some capacity and will to meet
the 'other', there is a profound moral implication: the necessity to keep
and to lose, to cope with fears and resistances, but also with the ability of
going beyond our given identities.
The threats and resistance which govern the first option are overcome to develop and
extend the self. In this way, the individual's identities are gradually transformed, but the
parameters of identity are still those of the nation or the culture.
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3. to "turn off', this time in the direction of global and transcultural identities. This
option, as described in this section, demands detachment from the perspective of a
single (native or foreign) nation or culture, and construction of a world perspective.
Of course, people have many identities and, depending on the situation, one identity
may prevail over another. One person may have elements of all the identities outlined in
this chapter. For example, national identity may emerge as support for the UK in the
Olympics. In dealings with friends and acquaintances from other countries,
international identity may prevail. In an international meeting of experts on the
environment, the emphasis may be on global identity. For any individual, one identity
may take precedence most of the time, or there may be a more equal balance. Using the
image sketched out above, identity construction can be conceptualised as a long series of
minor crossroads. At each junction, there is a choice of direction, but there is no
obligation to turn the same way each time. Whatever image is used, the important point,
as Featherstone (1995: 9) notes, remains that:
In contrast to the assimilation, or melting pot, models which worked off
strong insider! outsider divisions in which identity was seen as fixed,
today there is a greater acknowledgement that people can live happily
with multiple identities.
2.4 Schools and national, international, global and cultural
identities
In chapter 1, the notion of the school as an arena of secondary socialisation and
development of identities was introduced. This section continues the same line of
examination, turning the spotlight to the role of the school in facilitating the
development of the identities discussed so far in this chapter. The first part of the
section will focus on the development of national and cultural identities in schools, and
the second part will look at the development of international, intercultural, global and
transcultural identities.
The idea of education for national identity emerged in parallel with the notion of
nationally centralised mass education, and the concept of the nation as a point of
reference for identity. This phenomenon of national systems of education emerged
during the nineteenth century in most European countries and in Japan. The content of
these national systems of education is rarely, if ever, the value-free transmission of
knowledge. To a greater or lesser extent, in any country, the values of the nation are
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also part of the education of young people. Cowen (1996: 158) labels these values
"moral messages", and claims that:
The moral messages insisted on by the state have to do, in the modern
educational system, with the formation of the citizen and the construction
of political loyalty and correct modes of civic behaviour... The moral
messages have to do with the formation of a common political identity.
Minorities are thus a problem - and at worst a nuisance, particularly when
they insist on retaining access to their own language or their own cultural
history or their own religion through the state-provided educational
system.
The final point is a significant one, highlighting the relationship between national and
cultural identities, and deserves attention in its own right. However, since this thesis
does not deal primarily with minority cultural groups, comment here will be limited to
the point that nations tend to favour the development of the identity of the most
powerful cultural group in the nation through the education system.
National control of education, and the transmission of national values and the moral
messages of the dominant cultural group, are often assured through the implementation
of a national curriculum of education. The comments of Nick Tate on the National
Curriculum of England and Wales (quoted in Carrington & Short 1995: 220) illustrate
this point clearly:
The proposals for British history, Standard English and the English
literary heritage are designed to reinforce a common culture. A national
curriculum, we imply, is more than simply a recipe for meeting economic
needs, vital though these are; it is more than just the means to facilitate
the infinitely varied life choices of collections of isolated individuals. It
also plays a key part in helping society maintain its identity. (Tate 1994:
5)
As Tate implies, two of the major areas of the curriculum which can be used to nurture
national and majority cultural identity are language and history. Standard language can
be used to strengthen national and majority cultural identity in two directions. Looking
outwards, the national language distinguishes its members from the members of other
nations. Looking inwards, the national standard language takes precedence over
regional and social dialects, and over the languages of minority linguistic groups. The
role of education in both spheres is of vital importance. A similar observation can be
made in the teaching of national history, national geography and other similar subjects.
The view of the world (looking outward) is usually from a national perspective and,
similarly, the view of constituent regions and cultures of the nations (looking inward) is
from a national emic, rather than regional/cultural emic perspective.
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These are the supposedly 'factual' or value-free subjects. Other areas of national
education policy (and/or national curricula) often deal with explicitly value-led subjects.
The expectations of education in promoting national/cultural values are illustrated in the
following comments by Hussin (1996: 2), in a paper discussing the introduction of a
national curriculum of values into the Malaysian school curriculum:
.the Malaysian public in 1988 generally felt that schools were
responsible in molding a morally good society and, thus, must educate
children with universally good humanistic values. The Ministry of
Education then launched three actions: formulated a national philosophy
of education, reexamined the curriculum and integrated universal values
into the school subjects, and developed a course on Moral Education.
Like Malaysia, many nations assert the role of schools in developing morals, and
instigate national courses of moral (or Religious) education. These moral education
courses may purport, as above, to promote "universally good humanistic values". Even
'universal' values, though, are subject to national and cultural interpretation.
The development of international, intercultural, global and transcultural identities
appears to be a lower priority for the governments of many nations. In so far as national
curricula are implemented for national governments to strengthen national control
through the encouragement of national identity, and that international and especially
global identities may be seen as threats to this national identity, this is hardly surprising.
'Factual' knowledge about other countries should not be confused with the development
of an international! global perspective on these other countries. The former poses no
threat to, and may reinforce, national identity, and has a long history in schools. The
latter is more personal; it may change the individual's ways of thinking, seeing and
feeling. Recent research on the development of international, intercultural, global and
transcultural identities in schools has been confined largely to the subjects of history and
languages, the same subjects which are used to develop national and majority cultural
identity. Becher (1996) advocates the development of a European identity through
history teaching, exploring the relationship of national to international (European)
identity:
It is for all pupils an important historical discovery to apprehend that
every historical explanation is necessarily from a particular perspective, a
discovery which should protect them from dogmatism. Only if one takes
seriously various and different perspectives on historical experiences, can
there be a discourse between these different perspectives which can
enlighten and deepen the pupils' understanding of what Europe is and can
be. Only in this way can a dialogue exist between cultures which makes
clear to pupils who they are as they learn who others are, a learning
which develops their understanding and their capacity for tolerance.
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Being able to take various perspectives, relativise one's own culture, develop one's own
understanding and be tolerant are all features of international, intercultural, global and
transcultural identities. Similar recommendations are made in research on foreign
language learning. Loveday (1982: 57) makes this comment:
The experiencing of a different version of sociocultural reality is an
undeniably valuable and enriching process and most L2 teaching should
offer the opportunity to gain entry to it by freeing students from
ethnocentrism and sensitizing them to cross-cultural contrasts and
similarities.
Attempts by teachers to change pupils' concepts of self and others have to be carried out
sensitively, and carry their own moral and ethical implications. The underlying
assumption of the researchers and teachers involved in such attempts, an assumption
which may or may not be shared bystudents, is that international/intercultural identities
are more desirable than national/monocultural identities. This idea is rarely made
explicit, but is widely accepted in principle. In practice, little research has been done on
how to implement such a principle in the classroom. Examples of exceptions include
the work of Byram (1989), Meyer (1991) and Kordes (1991). Cultural or national
identity could easily be substituted for ethnicity in Byram's (1989: 117) comments on
self-change:
To bring about change in pupils' schemata of their own ethnicity, we
need to confront them with new experience of their ethnicity. This can
be done by presenting a foreigner's view of their ethnicity, with the
intention that their existing schemata of their own ethnicity shall change
when they cannot cope with the new experience. Such new experience
needs, of course, to be agreeable and non-threatening, so that pupils are
prepared to change their schemata rather than reject the experience by
assimilating it to their existing views of foreigners; they must be helped
to take seriously foreign views of themselves which differ from their own,
and to adjust their own to give recognition to the foreign views.
Here, the ideas of decentring and adjusting one's own views, or changing one's ways of
seeing, take the student into the later stage of intercultural identity (see section 2.2).
These theories of the development of intercultural and transcultural identity through
foreign language learning were put to the test by Kordes in a study undertaken with 112
students of French in Germany. Kordes (1991: 288) found that the majority managed to
advance to an intermediate intercultural level. However, the attainment of the
transcultural level was limited to an "insignificant minority" of six students. The notion
that school education has limitations in the development of international and
intercultural identities is supported by Acton & Walker de Felix (1986). They
incorporate various models of culture learning into their own four-stage model, and
address the relevance of these models to education:
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It may be possible, for instance, for pedagogy to lead learners into stage
3... but it appears to require extensive socialization or acculturation
beyond the classroom to proceed much further than that
Although the implication here is that students can rarely achieve transcultural or global
(in the sense defined in section 2.3) identities through school education, there is a
growing demand for them to do this. In a book on developing global teachers, Steiner
(1996: xiii) clarifies some of the desired characteristics:
.citizenship needs to be conceived of as more than loyalty to one's
country of birth and respect for its laws; it's about membership of the
global community and an active commitment to advancing universal
human rights, material and environmental welfare, peace and democracy
for everyone.
What is being advocated here is global identity in the sense of individual identification
of the self as a member of the global community. As indicated here, however, education
in this field often focuses on global issues (human rights, welfare, environmental issues,
peace etc.), rather than on self in the world. This is the factual knowledge of global
issues, which can be likened to the factual knowledge of other countries in the
international sphere. There seems to be very little research on the complementary
strand of developing a global identity through education, although Huckle (1996: 29)
links the two spheres:
The politics of culture and identity can be the key to motivating young
people to become active and informed global citizens.
Although education for national and majority cultural identity is often firmly entrenched
ut the national curricula of various countries, it seems that education for international
and intercultural identities, and especially for global and transcultural identities, is still
in its formative stages. There are comparatively few established studies or developed
theories concerning the development of these latter identities in education. The few
studies which have been carried out suggest that, although education for the
development of these identities has its limitations in the confines of the school
environment, there are also significant possibilities for the development of international
and intercultural identities in the classroom. The main limitation of the existing
literature is that it focuses exclusively on specific subject areas and content teaching.
The impact of other areas of education, and indeed factors outside the school, is equally
significant in the development of identities.
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2.5 Summary
In this chapter, I have defined national, cultural, international, intercultural, global and
transcultural identities in the sense in which these terms will be used in this thesis. The
development of each has been outlined, and the links between these identities and
between education and these identities have been explored.
The development of identities, be they national-international-global or monocultural-
intercultural-transcultural, may be viewed as a series of stages. With some reservations,
I have followed this linear approach to the development of identities in this description.
It is a useful analogy, and one which has parallels in the psychology! sociology literature
on the development of identity in childhood. However, 'stage models', such as this one
and Meyer's levels of intercultural performance, have their limitations. These stage
models imply a graded, hierarchical progression of identities. Each stage follows on
from the previous one, and those who reach the transcultural! global stage are somehow
'better' than those at other levels. I am not convinced that this is indeed the case. Most
(by no means all) people would probably accept that intercultural and international
identities are more desirable than monocultural and national identities, as they afford a
wider view and greater understanding of the world. There is a certain degree of
progression as the individual has more contact with foreign countries and cultures.
However, stage models run the risk of minimising, or even ignoring, the concept of
multiple, flexible identities. Parallel with the 'stages' of identity is the 'instrumentalist
approach' defined by Smith (1995: 30):
Briefly, an 'instrumentalist' approach is one that regards human beings as
having always lived and worked in a wide range of groups. As a result,
people have a variety of collective identities, from the family and gender
to class, religious and etlmic affiliations. Human beings are constantly
moving in and out of these collective identities. They choose, and
construct, their identities according to the situations in which they find
themselves. Hence, for instrumentalists, identity tends to be 'situational'
rather than pervasive, and must be analysed as a property of individuals
rather than of collectivities.
In the rest of this thesis, then, the position taken is that there are different kinds of
identities, but the focus will be on national, cultural, international, intercultural, global
and transcultural identities. It is recognised that these are only a few of the social
identities constructed by the individual, and that other identities may take priority most
of the time. Although there is some element of progression through types of identity,
the different types of identity are not seen as qualitatively superior or inferior to each
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other. Furthermore, an individual has multiple identities and can exhibit aspects of all
of these identities at different times and in different situations. The body of psychology
and sociology literature reviewed in this and the preceding chapter will provide one
perspective for the examination of these identities in Japanese junior high school
students. A further perspective will be facilitated by the review of theories of Japanese
identities which will be the focus of chapters 3 and 4.
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3.1 Influential concept-creators
In this chapter, I intend to explore some of the main philosophical, moral, religious and
ethical ideas which have affected ideas of self and identities in contemporary Japan.
The chapter will be subdivided by theme rather than by philosophical, moral etc.
distinctions, as this should make the links to identity and self clearer. However, for
purposes of clarification, this introductory section will provide a brief summary of some
of the main movements from which ideas in this chapter are drawn.
Shinto literally means "the way of the gods". There are various forms of Shinto, but the
form most relevant to discussion of identity is folk Shinto, which is also described as
folk religion. Matsumoto (1972: 13) gives the following definition of folk, or basic,
Shinto:
...I would tentatively identify what may here be called "basic Shinto"
with the fundamental value orientation of the Japanese people.
Accordingly, Shinto in the most comprehensive sense of the term, is
simply the basic value orientation of the Japanese people in the various
forms it has taken and the developments it has experienced in the course
of Japan's history, including her contacts with foreign cultures.
However, the assumption of a "basic value orientation" or an "indigenous primitive
religion" (Miyake 1972: 121) is misleading. In fact, the term "Shinto" was actually only
invented after the introduction of Buddhism to Japan. What already existed was not a
central Shinto philosophy or organisation, but a vast array of diverse local practices and
beliefs. These were bundled together under the umbrella term "Shinto" to mark the
boundary between old and new, Japanese and foreign beliefs and practices. Taken
collectively, referred to as folk Shinto, these beliefs have continued to be influential
through to the present day. As Reader (1991: 23) ascertains:
Over the centuries the folk tradition has provided.., a centralising
dynamic through which all the religious traditions found in Japan have
been interpreted and assimilated in such a way that each has added to the
overall picture.
Buddhism arrived in Japan in the sixth century. Japanese Buddhism is a form of
Mahayana Buddhism, which is the form also practised in China, Korea, Tibet, Vietnam
and Mongolia. Buddhism's entry to Japan was accompanied by the introduction of a
whole range of elements of high-status Chinese culture, from the writing system to the
rites and rituals. Introduced by Prince Shotoku (574-622AD), Buddhism and its
associated culture were seen, from the beginning, as superior to existing cultures. The
manner of its introduction also meant that Buddhism was identified with the state from
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an early stage. Particularly close links existed in the period of adoption in the sixth
century, in the Nara period (710-794) and in the Tokugawa era (1603-1868) (Reader
1991: 55). During these periods, Buddhism was used as a means of support for the
ruling authorities. These periods of close ties were significant in influencing the
development and growth of Buddhism in Japan, as Tamaru (1972: 50) hints:
For the government this relationship involved both patronage and control
of Buddhists and Buddhist organizations, while from the Buddhist side it
entailed receiving certain emoluments and giving moral and spiritual
support to the state - on occasion compromising its own principles.
State Buddhism was brought to an abrupt halt by the Meiji Restoration of 1868, but
Buddhism at the local level remained influential. In its present-day form, Japanese
Buddhism has five major umbrella sects; Shingon, Tendai, Jodo, Zen and Nichiren.
Each sect has appropriated and emphasises different teachings of Buddhism. Each sect
is further divided into many distinguishable groups, and Nichiren in particular is the
progenitor of many of the major new religions in Japan today.
Confucianism was first introduced to Japan from China via Korea some time in the
fourth century. It was not until Prince Shotoku's time, however, that Confucianism was
formally studied and officially sanctioned in Japan (Tomikura 1972: 106). From the
beginning, Confucianism was treated less as a religion than as a system of political and
moral thought. This meant that it could assume a position which complemented, rather
than threatened, existing traditions. As Kurozumi (1994: 342) points out:
Devoid of ultimate notions of a religious or cultural nature,
Confucianism needed myths and a pantheon from somewhere else to
build a following and a spread.
The "myths and a pantheon" have always been readily available. In the Tokugawa
period, Confucianism upheld Buddhism (Nakamura 196Th: 109). From the Meiji period,
Confucianism complemented state Shinto (Matsumoto 1972: 23). In the post-war
period, and through to the present day, Confucianism has found a host in the new
religions (Arai 1972: 103). In this respect, Confucian ethics and values have provided a
line of continuity through Japanese history, regardless of the relative fortunes and
popularity of the major religions.
The State Cult deserves attention because of its development of and emphasis on
national identity. The Meiji Restoration of 1868 is commonly equated with the
beginning of Japan as a modern nation. Modernisation involved a move from the local
to national level, and there was a need to create a national consciousness and identity.
The image of the early Meiji years as a time of heightened international contact and
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openness to the West is true, but represents only one faction of the Meiji government.
At the same time, there was considerable support within the government for National
Learning (kokugaku) (see section 4.1). Advocates of National Learning, who included
Motoori Norinaga (1730-1801) promoted the idea of an ancient Japanese culture, and
supported the notion of a 'pure' Japan, which should be kept clean from polluting foreign
influences. While they shared the goal of a unified Japan, the ideas of the traditionalist
and modernist factions in the Meiji government were antithetical. Eventually, the
National Learning movement gained prominence in government, and began to develop
the kokutai (national polity).
The structures of nationalism and the ideas of the state cult were the backdrop to a
successful policy of expansion in Asia. With a successful foreign policy, successful
nationalisation, modernisation and industrialisation, ordinary Japanese people accepted
these ideas which were, after all, rooted in familiar beliefs and ideologies. By the 193 Os,
the authority of the state was absolute, as Bocking (1995: 231) records:
With the backing of the government, sanctions against dissidents and
eventually the institution of thought control, the state cult became by the
late 1 93Os a compulsory national 'faith', which brooked no dissent.
The state cult retained this authority until Japan's defeat in 1945.
After the post-war prohibition of state patronage of Shinto, religion, philosophy, morals
and ethics became an individual, rather than national, preoccupation. In this atmosphere,
a plethora of new religions and new new religions (those founded from the 1970s
onwards) mushroomed. These new religions have not attracted universal support, and
tend to be centred on large cities where people have cut ties with their (home
town) and are beginning new lives. The new religions do not, therefore, represent the
whole of Japanese society, nor even a majority of that society. They are a context of
identity only for some people, in a society where there are numerous competing
contexts of identity. Nevertheless, they are a reflection of society, in that they were
established and flourish in response to the needs which arise in and because of the
changing society. Also, they have been identified by (Tatara Mikihachiro
1990: 169) as one of the five major influences on Japanese identities in the future.
References to these new religions will, therefore, feature in the following discussion.
Alongside these new religions, older traditions and rituals have survived remarkably
intact, particularly in the countryside, as illustrated by the fact that the majority of
extended family homes still have a Buddhist and Shinto altar in the house.
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Although the ideas raised in this chapter come from a variety of traditions, developed
through various periods of history, all are now intertwined in influencing the everyday
life of people in contemporary Japan. Many of the ideas find their origins in the major
religions found in Japan. The claim that Japan is a secular society in which religious
traditions are largely irrelevant is a popular one, but in trying to make sense of how
people think and see the world, the traditions of Shinto, Buddhism, Confucianism and
so on are unavoidable. Reader (1991: 5) conveys the current situation accurately:
Japanese people are in general quick to say that they are not religious and
to describe their society as one where religion either does not exist or has
in some way died out... in reality, Japanese people in general exhibit
extremely high levels of religious activity and behaviour, and Japanese
society and culture are intricately interwoven with religious themes.
In the rest of this chapter, then, ideas of the influential movements listed above will be
combined with contemporary research on self and identities in Japan to form a picture of
some of the themes of identity in Japan today.
3.2 Kami and goodness
Many of the local practices from which Shinto originates were based on nature worship,
and there remains a strong link between the spiritual and natural worlds. As Miyata
(1990: 243) observes:
A variety of spiritual beings - plant, animal, human, and so on - are found
abundantly throughout the Japanese archipelago, and one of the major
features of folk religion, which is part of Japan's basic cultural heritage,
"i	 is its exceedingly rich animistic beliefs.
The spiritual is innate in all aspects of life, everything in the world has a spiritual
existence, and humans are only one part of that spiritual existence. This belief leads to
the idea that the world does not exist to be used, abused or totally controlled by humans.
This idea of a world with its own existence, not necessarily controllable by humans,
underpins the principles of secondary control described in section 1.2.
Humans are part of the world of the (kami, gods). If the human soul comes from,
lives in and returns to the kami world, then humans cannot be bad. As Matsumoto
(1972: 15) observes:
The Shinto view of man is affirmative and even optimistic. Human
nature is accepted, perhaps with some naivete, as it is. The idea of
original sin as found in Christianity does not exist in Shinto.
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This affirmative view of human nature is upheld in Buddhist thought (Nakamura 1 967a:
6) and in Confucianism (DeVos 1985: 147; Tu 1985: 246). Such ideas of inherent
goodness contrast sharply with Freud's ideas of socialisation outlined in section 1.4.
What this idea does mean, in terms of identity, is that children are seen as essentially
good. T&* (Kawai Hayao) et al. (1988: 16) underscore this concept in a book
entitled - g	 (Activating Children's Goodness):
• •)
5
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(There are many people who end up crushing children's goodness... It is
surprisingly common for parents and teachers to end up crushing children
with all their might, in the effort to make them good.)
It is interesting that the author criticises the teachers and parents who do not see their
children as essentially good. This example illustrates the conflict which frequently
surfaces in discussions of education in Japan between Western and Eastern theories of
childhood, in this case between original sin and inherent goodness. The idea of inherent
goodness is widely enough assumed to be used as a principle of educational research.
To cite a published example, 'fi— (Kamezawa Shinichi) (1997: 43) reports on a
project in a junior high school in which students asked parents and friends to tell them
what their (the students') good points were. The basic principle of the project was:
Q)z
c::1i\5
(To make human relations good, the thing that should not be forgotten is
to recognise each other's goodness.)
This is one example of the practical application of theories of goodness in education.
Further discussion appears in chapter 5.
3.3 This-worldness, self-cultivation and the right way
One of the "Three Marks of Life" of Buddhism is known as anicca, and refers to the
transience of the phenomenal world. Anicca, as it exists in Japan, bears little
resemblance to its form in other countries. Nakamura (1967a: 93) provides a succinct
explanation of the differences:
Japanese Buddhism emphasized the transience of the phenomenal world.
But the Japanese attitude towards this transience is very different from
the Indian. The Japanese disposition is to lay a greater emphasis upon
sensible, concrete events, intuitively apprehended, than upon universals.
It is in direct contrast to the characteristic Indian reaction to the world of
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change, which is to reject it in favor of an ultimate reality, a transcendent
Absolute in which the mind can find refuge from the ceaseless flux of
observed phenomena. The Japanese reaction is rather to accept, even to
welcome, the fluidity and impermanence of the phenomenal world.... The
now is absolute. The whole of enlightenment is contained in every
moment. Therefore, every moment of exercise is of infinite worth.
A corollary of this belief is that all of existence can be seen in any single phenomenon.
This leads to the philosophy of knowing others through self, which will be discussed in
chapter 8. The mutation of Buddhism from a world-denying religion to a world-
affirming one accords with Shinto notions of this-woridism (Matsumoto 1972: 15). It
encourages identities which are based in the here and now of the immediate world,
rather than being rigidly fixed. If now is absolute, and now is fleeting and fluid, then
identities must also be shifting and fluid.
A further corollary of this-woridism for identity is that, if this world is all there is, then
individuals should concentrate on living and doing the best they can with their own life.
The link between this-woridness and self-cultivation is clearly expressed by Smith
(1983: 123):
...the individual is urged to strive for perfection. If individuals attain that
goal, then society, being the creation of individuals, is itself perfectible.
The assumption derives from the premise, deeply rooted in native myth,
Confucian teachings, and the peculiar construction the Japanese have
placed on Buddhism, that human beings have this world and this life and
none other.
The striving for perfection, developed through self-cultivation, is given a framework by
the concept of "the right way". This concept has dual foundations in Buddhism and
Confucianism. In Buddhism, it is exemplified by the Eightfold Path, summarised by
Metz (1982: 232):
Essentially the Eightfold Path is concerned with three things: with
morality (right speech, right action, right occupation); with spiritual
discipline (right effort, right mindfulness, right composure); and with
insight (right knowledge, right attitude)... It is a middle way, avoiding
both the extreme of self-mortification or asceticism, and the extreme of
sensuality, of giving oneself up to every impulse. This middle way
cannot be called a compromise; it offers a demanding lifestyle that is
both practical and balanced.
In the seventeenth century, this concept of the Eightfold Path was extended from
religious to secular life (Nakamura 1967b: 26). It was complemented by the Confucian
philosophy of ii, which is explained by Hansen (1991: 70):
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Translations of ii include 'ritual', 'etiquette', 'manners', 'ceremonies' and
'propriety'. The most general term we might use for ii is 'conventions'. Li
guide, for example, forms of address, funeral wear, even how to sit at
meals.
In other words, the ii provide the structure and stability of ways of acting and speaking
in society. The ii are inextricably enmeshed in the web of everyday life; if they were cut
out, there would be no form left to the culture. Connected with and intrinsic to this idea
of ii is the idea of"the way". Tomikura (1972: 114) expounds:
The idea of "the way" (to, do or michi in Japanese) has exercised
enormous influence on Japanese culture. In addition to supplying a
mystical dimension to Bushido, it not only entered into Shinto (shinto,
"the way of the kami") and gave profundity to its thought but also found
expression in calligraphy (shodo, "the way of writing"), flower
arrangement (kado, "the way of floral art"), the tea ceremony (sado, "the
way of tea"), swordmanship (kendo, "the way of the sword").... and other
areas of culture.
In pursuits such as shodo and sado, the right way demands not only mastery of the
correct movements and techniques, but also the right attitude and frame of mind. As in
the Buddhist Eightfold Path, the right way in Confucianism is not purely a matter of
conformity of action, but also involves cultivation of the mind, moral principles and
one's inner self (Rozman 1991: 198).
In the interpretations outlined above, this-worldism, self-cultivation and the right way
encourage a concept of identity-construction which accords with the theories discussed
in chapter 1. The self is created, built and cultivated within the structures of society.
Also, the possibilities of self-change and self-improvement afforded by the concept of
self-cultivation fit well with theories of secondary control. In this interpretation of
secondary control, the self is constructed and developed within the structures of."the
right way" to adapt to the environment.
3.4 Self, selves and no-self
Another of the "Three Marks of Life" of Buddhism is anatta. The essence of anatta is
summarised by Cush (1990: 5):
Like everything else, we ourselves are continually changing, both from
life to life and day to day. There is no 'inner self, 'soul' or 'real me' that
stays the same.
This is a concept which, although it accords to some extent with recent theories of
identities, clearly contradicts most traditional Western theories of identity. For example,
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Erikson's theories (J!IP, Miyakawa Tomoaki, 1989: 101), reliant as they are on the
concept of fixed, consistent identity, shatter when faced with this definition. Cooper
(1996: 40) underlines how central this concept is to Buddhism:
Buddhism without 'No self - without the claim that 'Everything is Not-
self - is a bit like Christianity without the Trinity...
Metz (1982: 232) explains the concept of no-self in greater detail:
.the unity of the human personality is an illusion. The reality is a
constantly changing anangement of the different elements which make
up the world. Belief in the self is rejected; 'I' and 'my' are concepts
bearing no relation to truth. The man who perceives this truth will,
therefore, no longer cling to the imaginary 'I'. Indeed, it is precisely this
false attitude to life which is the main cause of suffering.
There is, therefore, no constant self. Neither can a consistent self-identity be
constructed. If this view is adopted, identities are relational, situation-specific and fluid.
This actually converges with the notion in Western identity theories of multiple, shifting
identities. However, even this convergence is probably only partial. The Western
notion is based on the underlying assumption that there are multiple selves. The
Buddhist idea is based on the concept of no-self.
To what extent the Buddhist concept of no-self has permeated Japanese world-views
and to what extent it has been tempered by other beliefs is a moot point. Lebra (1992:
114) sheds some light on the issue in her discussion of the three types of Japanese self;
interactional, inner and boundless. Lebra's interactional self refers to the dimension of
self which is in direct contact with others in a social context. The inner self (or ij
kokoro) is more stable, defined by Lebra as a basis of autonomy from the social world
and as the residence or shrine of the soul. The boundless self is defined (1992: 114) as
follows:
The notion of the boundless self.., is embedded in the Buddhist version
of transcendentalism. It is tapped from time to time particularly when
one faces a need of fundamental self-reorientation. The boundless self
entails disengagements from the shackling world of dichotomies,
dichotomies between subject and object, self and other, inner and outer
realms, existence and non-existence, life and death, sacred and profane,
good and bad, and so on. The self as the subject or imposer of such
dichotomies through thinking, willing, feeling, or evaluating, then, must
be overcome.
This interpretation of no-self, as a dimension which allows occasional disengagement
from everything, stresses the liberating aspects of the concept. It is quite possible to
recreate oneself and, furthermore, to go beyond the bounds of self. The idea of the
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boundless self implies a freedom to reach beyond the limits of one individual being and
be therefore liberated from individualism and the parameters it imposes. Lebra (1992:
115) develops this idea:
With no resistance, self is supposed to merge with the rest of the world.
Merging means a twofold process: on the one hand, self becomes part of
the objective world or nature; and on the other, self absorbs the outer
world into itself. These processes are two aspects of the same coin.
This notion of the self has implications for the development of all identities. The last
quote, in particular, has discernible echoes of definitions of global! transcultural
identities discussed in the last chapter. The similarity with Robertson's (1991: 77)
definition of globalisation as "the two-fold process involving the universalization of
particularism and the particularization of universalism" is striking.
Recent research on Japanese ideas of self and identity further supports these ideas of a
multiple, shifting self. Kondo (1990), Rosenberger (1992) and Bachnik (1994) all
emphasise the importance of situational co-ordinates in defining the self or selves. In
Tokugawa Japan, these co-ordinates were prescribed, as a member of a family,
community and class. In the Meiji, pre-war and war period, the co-ordinates were
prescribed as a member of the nation. In the post-war years, the establishment of these
social co-ordinates has become the responsibility of the individual. In a fragmented
market of identity contexts, some people seek these co-ordinates in new religions, others
in traditional patterns, others in the family or workplace. The study by Mathews (1996)
on individuals' ikigai, or what makes their life worth living, illustrates the range of
significant social co-ordinates in which Japanese people root their identities and selves.
Family, work, religion, hobbies or a range of other contexts provide the co-ordinates
through which identities are constructed but, as Mathews (1996: 52) indicates, the
relative significance of these contexts is the choice of the individual.
As should be clear from the preceding discussion, there is no single definition of "the
Japanese self', just as there is no single self to be defined. Each individual mixes a
cocktail of religious and/or philosophical and moral beliefs to construct a range of
identities appropriate to particular co-ordinates of time, place, situation, interlocutor and
so on. The resulting picture is one of multiple definitions of multiple selves.
3.5 Human relations
A convenient introduction to this section is provided by the words of Hsu (1985: 27):
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...the meaning of being human is found in interpersonal relationships,
since no human being exists alone...
In the last section, the point was made that self in Japan is not considered to be a fixed,
objectifiable entity, but is dependent on situational co-ordinates for its existence. If this
premise is accepted, it follows that human relations cannot be seen, as they traditionally
are in the West, as a relationship between the fixed entity 'I' and the fixed entity 'you'.
Instead, the 'I', the 'you' and the link between the two are merged into a single process of
"human relationship". As Bachnik (1986: 51) perceives:
Relationship as a connective 'and' between self and other cannot be
extracted from the context in which it exists (between self and other).
Relationship is not substantive, but dynamic. It has to do with the
creation of self and other.
The influence of Confucian teachings on this interpretation of human relationships is
significant. According to Confucian tradition, there are five basic human relationships;
ruler and subject, father and son, husband and wife, older and younger brother, and
friend and friend. The only relationship which is not hierarchical is that of friend and
friend. Identities based in these social relationships are far more important than
individual identity, as Hansen (1991: 72) explains:
He [Confucius] bases his explicit normative system on roles. He does
not assign a normative value to persons apart from their social
relationships. All your duties are duties of your station towards other
socially described persons or things. These roles are natural and the
family roles are the core examples.
The implications for identity are obvious. Individual identities do not exist. Identity is
recognised only in terms of roles. Furthermore, identity is firmly locked within
hierarchical social relationships. Within a relationship, each participant has a duty
towards the other as a superior or inferior. With its emphasis on filial piety and the
family as the core unit, Confucianist thought accords with Shinto and Buddhist practices
of ancestor worship. Bush (1977: 14) emphasises this aspect:
The most important ceremony to cariy out in the proper way, according
to Confucius, was the veneration of ancestors, an inescapable aspect of
filial piety.
The practice of ancestor worship means that human relations are not limited to the world
of the living. As (Sano Kenji) et al. (1996: 167) describe, relations and
socialisation continue until at least the 33rd anniversary of the death of the person, at
which point s/he becomes a 4 (kami, god). Not only the interpretation of human
relationships, but also their spatial and temporal boundaries, need to be redefined.
Turning to the characteristics of human relationships, Confucian values of respect (from
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inferior to superior) and benevolence (from superior to inferior) are still widely held. In
equal relations, the definition by FE!
	
(Ishida Kazuhiro) (1993: 45) of what makes
a good character or personality (ciZ 11	 yoi seikaku) in a child is revealing:
)J:- 0	UvQ
9
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(Making people's hearts important. I think that one requirement for "a
good character" is being able to understand beautiful and pleasant things,
and being able to understand that each individual human being, including
oneself, is irreplaceably important. In other words, it's a question of
sensitivity. It's being able to empathise with other people's inner selves.)
The meaning and form of human relations for Japanese children will be taken up
repeatedly through the rest of the thesis.
3.6 Summary
One of the striking features of contemporary Japanese society is the range of traditions
which has influenced, and continues to influence, the construction of identities by the
individual. Shinto, Buddhist and Confucian philosophies, folk traditions, the import of
Western ideas, the experience of war and so on have all made their mark on the
development of ways of acting, thinking, seeing and feeling of Japanese children today.
Belief in inherent goodness radically affects the process of socialisation, and this idea
will be further developed in chapter 5. Animistic beliefs, combined with the philosophy
ofelf-cultivation in the right way, lead to an emphasis on secondary control and belief
in the ability to change and improve the self. This-woridness, and the idea of the
transience of the phenomenal world, contribute to ideas of multiple, shifting selves.
These multiple selves link to other multiple selves in specific co-ordinates of time,
space and situation, to form human relations. In the process of human relations,
identities are further constructed, defined and developed.
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Japanese identities in the nation and world
4.1 A historical perspective
In this chapter, the focus switches to the development of national, international, global
and respective cultural identities in a Japanese context. This chapter will build on the
dual foundations of general theories of the identities discussed in chapter 2, and theories
of identities arising from Japanese religious, philosophical and moral traditions (see
chapter 3). This introductory section will provide a historical overview of some
pertinent issues in Japanese history, in order to provide a context in which to understand
contemporary identities.
Japan has always swung between periods of active nationalisation and periods of active
internationalisation. The earliest inhabitants of the Japanese islands have been
identified as belonging to at least four different ethnic categories (±11I, Hanihara
Kazurou, 1984), a fact which immediately dispels the myth of the Japanese as a
homogenous, unique people. Through the Final Joumon period (ca.1000BC-ca.300BC)
and the Yayoi period (ca.300BC-ca.AD300) there was regular contact between people in
the Japanese islands and people in China and on the Korean peninsula. (Bleed 1996).
The first Japanese national state emerged when the leaders of Yamato extended their
rule to the whole country during the Asuka period (593-710). The early national state
was characterised by vigorous internationalisation, in terms of exchange of people (?i1
1Ev, Ishii Masaloshi, 1989: 38-44) and import of culture. It was during this period that
Buddhism and Confucianism were introduced from Paekche on the Korean peninsula,
and the Chinese administration system was incorporated. The following centuries
witnessed a similar openness in relations with other Asian countries. Relations with
Western countries began in the mid-sixteenth century, with the arrival of Portuguese
boats in 1543 and Francis Xavier in 1549 Kodama Kouta (ed.), 1994: 18).
Nakano (1995: 53) remarks that internationalisation during the Azuchi-Momoyama
period (1568-1600) "attained remarkable heights".
Internationalisation was curtailed by the introduction of the II (sakoku, closed
country) policy, which was imposed gradually over the first half of the seventeenth
century. Although the 250 year seclusion during the Edo period (1600-1868) restricted
international contact, it did not prevent it altogether. Throughout the period, Dutch
settlers on the island of Dejirna (off Nagasaki) acted as mediators of information
between the Bakufu government and the outside world ( Tanaka Takeo, 1989:
199). Another point is that this period of rejectIon of Intemationalisation cannot be held
to be synonymous with a period of nationailsation. As observed in chapter 2,
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nationalisation and national identity are recent phenomena. Hardacre (1989: 4)
comments:
Japan before 1868 represented a collectivity of persons whose sense of
identity was focused not upon the state but upon local communities.
1868, the year in which the government of Emperor Meiji took power from the
Tokugawa shogunate, is generally regarded as the watershed year in which Japan was
transformed from a feudal state to a modern nation. The decades preceding 1868,
however, had seen the development of various groups and ways of thinking which were
to be influential in the early Meiji years. The three main groups, which advocated
national learning, Chinese studies and Western learning respectively, vied for power in
the decades following the Meiji restoration. These years were a period of both intense
nationalisation (e.g., the first national education system, national conscription) and
intense internationalisation (e.g., extended tours of Europe and America by many
leaders of the Meiji government, the employment of thousands of foreign teachers in
Japanese educational institutions). The two movements developed simultaneously
through the Meiji (1868-1912) and Taisho (1912-26) periods, but nationalism, fuelled
by the national learning movement, gained the upper hand in the early Showa years,
culminating in the Pacific War (194 1-1945).
Following defeat in the war, the pendulum swung once again towards
international isation, with the American Occupation, international treaties and
agreements and, since the 1 960s, economic intemationalisation. An element of
globalisation has also been evident in the post-war years, with political and social
conmitment to the ideal of world peace and, more recently, interest in global issues
such as the environment and information technology. At the same time, there has been a
revival of nationalist ideas, with a particular emphasis on attempts to prove Japan's
uniqueness in the world. The contemporary coexistence of national, international and
global movements in Japan, and their implications for identities, will be the focus of this
chapter.
4.2 Self in the nation
The best-known and most prolific nationalist movement since the war has been the *
(nihonjinron) movement. Nihonjinron literally means "discussions of the
Japanese people". In common usage, nihonjinron is used as a general term to
encompass the massive body of literature concerned with proving and describing Japan's
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differences from the rest of the world. The time-span covered by the movement is post-
war to the present day, but much of the nihonjinron literature has its roots in the
writings of pre-war authors. Yoshino (1992: 50) argues that the nihonjinron is a form of
secondary nationalism, that is, nationalism in an already securely established nation:
We may say that in secondary nationalism a sense of belonging to a
'historical nation' is already taken for granted and that, therefore, an
affirmation of the presence of a nation's ancestral culture is not such an
important intellectual concern as in primary nationalism. By contrast, the
differentiating boundary approach increases its relative importance in
that it reaffirms a sense of difference in a way that appeals to the
contemporary audience. This accounts for the relative lack of historicism
in the nihonjinron. Its main concern is to discuss systematically how the
Japanese behave differently from foreigners (Westerners), thereby
marking the symbolic boundary between 'us' and 'them' foreigners.
Before entering into discussion of nihonjinron ideas, it is important to address the issue
of who produces, disseminates and consumes nihonjinron, and how widely its ideas are
accepted. As far as producers are concerned, two points are noteworthy. The first is that,
as Yoshino (1992: 9) notes, the production of nihonjinron is not the exclusive domain of
academics, but is also undertaken enthusiastically by journalists, critics, writers and
business leaders. Yoshino labels this group the "thinking elites", and describes their role
as being the formulation of ideas and ideals of the nation's cultural identity (1992: 1).
The fact that nihonjinron ideas are being produced in many different fields ensures that
their diffusion is widespread. The second point is that the production of nihonjinron is
not restricted to Japanese nationals. Manabe, Befu & McConnell (1989: 35) have
emphasised the role of foreign writers in the nihonjinron movement:
...a foreigner-based Nihonjinron has appeared in the rapid succession.
And this, in turn, has had the effect of spurring on a Japanese-based
Nihonj inron.
The nihonjinron movement has been bolstered by these foreign producers, who not only
provide their native audience with nihonjinron ideas, but also satisfy a Japanese
curiosity for what others think of them.
As may be expected, the wide base of producers enables a wide diffusion of nihonjinron.
According to Befu & Manabe's (1987: 97) research, the most popularly used medium for
learning about nihonjinron is the newspaper, cited as a source of information by 82% of
the questionnaire respondents. This is followed by TV (79%), magazines (5 9%) and
radio (41%). Among the disseminators of nihonjinron ideas is the Japanese government.
For example, the government printing of "Human Relations in Japan" (1972), a
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rewriting of Nakane's nihonjinron classic, "Japanese Society", was distributed free to
Japanese embassies throughout the world for dissemination (Befu & Manabe 1991: 104).
The final group is the consumers. Surprisingly little research has focused on this group.
There seems to be an assumption that, as the Japanese are group-oriented, conformist,
homogenous and passively receptive (all-nihonjinron-theories), they all subscribe to the
nihonjinron theories. The sparse empirical research conducted shows that this is not, in
fact, the case. McConnell et al. (1988) found that younger people, women, those with
higher levels of education and those who had foreign friends or who had travelled
abroad were less likely to agree with the tenets of nihonjinron. They conclude (1988:
132) that:
Nihonjinron is the world view of the older male with a higher standard of
living, that is, those in the mainstream and those in power, and these
older men with higher incomes tend to be upbeat about the tenets of
Nihonjinron and the role it plays. They are also upbeat about their
Nihonjinron-based self-identity. Nihonjinron is thus the world view and
the ideology of the establishment. It may be espoused by less than a
majority in the numerical sense; but those who espouse it are in the
majority in the political sense.
This accords with Yoshino's fmdings, which are also grounded in empirical research.
Yoshino (1992: 134) found that, contrary to his expectations, businessmen were much
better informed about and interested in nihonjinron than educators. 75% of his
businessmen interviewees had an active interest in the nihonjinron, while only 29% of
the educators proclaimed an active interest. The reasons for this difference are
intriguing, but perhaps it is partly due to the tradition of business as a staunch supporter
of government and national interests, and post-war educators as notoriously resistant to
government control and symbols of national identity in school. Yoshino's finding is
obviously relevant to any study of national identity in Japanese schools.
Having given a brief explanation of the nihonjinron movement, it would be logical to
move on to an overview of some of its main ideas. Five of the most influential ideas of
the movement will be summarised in turn.
Homogeneity. The stereotype of the Japanese as a homogeneous people is well known
and is in no small part a tribute to the effectiveness of the nihonjinron writers. Much of
the nihonjinron writing is based on this premise of "pure Japanese" race or blood. These
ideas have been particularly stressed by nihonjinron writers such as Masuda Yoshio,
who contrasts Europe's mixing of blood and culture with Japan's 1fil.Q)1f (junkelsu
no minzoku, pure-blood people) and Ishida Eiichiro, who emphasises the favourable
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results for the Japanese of consanguinity and endogamy (Yoshino 1992: 25). The origins
of such ideas, and their significance, can be traced back to Shinto beliefs. According to
Shinto belief, the emperor was a descendant of the Sun Goddess Amaterasu, who
created Japan and its people. Reader (1991: 27) analyses the implications of this belief:
Shinto carries within it profoundly ethnic dimensions. The legend of
divine descent implies that both Japan and its people are unique, existing
in a relationship with an ethnic array of spiritual beings special and
relevant to their situation and existence. These distinctly ethnocentric
orientations have given rise to underlying concepts of Japanese belonging
and identity, and indeed exclusiveness, which retain implicitly religious
connotations to this day.
Notwithstanding historical fact, this ethnic-genealogical myth of descent is a crucial
tenet of the nihonjinron, and persists to the present. For example, a report by the
National Institute of Educational Research (1994: 12) states that:
The Japanese culture has been characterized by its homogeneity and
collectivism which is said to have greatly contributed to the economic
development since World War II. At the same time, the Japanese are
often criticisied [sic] for their inability to fully understand the customs,
way of thinking and value systems of other countries. This may be so
because the Japanese are not accustomed to living together with people
of various races.
The idea of Japanese race or blood is inextricably interwoven with the notion of culture,
in that the phrase used, (tan'itsu minzoku), means "one people", without
specifying race, ethnicity or culture (Yoshino 1992: 25). This leads to a blurring of any
distinction between national, racial, ethnic and cultural identities, and strengthens the
homogeneity arguments. Although this concept of homogeneity is crucial at the
producer! disseminator levels, it is not so forceful at the consumer level. For example,
Befu & Manabe (1987: 99) found that, although 72% of their questionnaire respondents
had encountered the idea that the Japanese are a homogeneous people (tan 'itsu minzoku),
only 38% agreed with this concept. It is interesting to note that 28% had not even
encountered the idea. At the consumer level, then, the homogeneity of Japanese people
is a minority belief. At the producer! disseminator level, it is the lynch pin of most
nihonjinron theories. Without Japanese blood, it is argued, one cannot understand
Japanese culture, arts or society, one cannot master the Japanese language, and one may
not even be able to communicate with Japanese people.
The group and vertical society. Stemming from the idea of 'Japanese blood' are the
influential nihonjinron group theories. The origins of the group are to be found in the
pastoral-nomad theories which were the subject of a substantial amount of nihonjinron
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writings, particularly in the 1960s. Dale (1986: 43) claims that the theories have roots
in pre-war writing, and were popularised by Egami Namio and Aida Yuji in the post-
war period. The basic argument is that the Japanese are group-oriented by nature due to
their long history of rice-cultivation, which demanded permanent settlement and co-
operative and harmonious relations (Nakamura 1967b: 67). Harmony (I], Wa) is a
critical concept in the nihonjinron, recurring in most descriptions of Japanese society.
Moeran (1986: 64) explains what harmony entails within the group model, although he
does not actually endorse this model himself:
...members of a group are expected to conform and co-operate with one
another, to avoid open conflict and competition. The emphasis, therefore,
is on harmony, and behavior tends to be ritualised and formal in order to
reduce or eliminate conflict or embarrassment. Ideally, in this kind of
group, people are supposed to subordinate individual interests to group
goals and to remain loyal to group causes. In return for their loyalty and
devotion, the leader of the group treats his followers with benevolence
and magnanimity.
The harmonious, familialist group is thus based on Confucian ideals of moral
obligations, loyalty from inferior to superior, benevolence from superior to inferior and
commitment from everyone in the group.
This notion of hierarchical relations within the group leads to one of the most famous of
the nihonjinron theories, namely, Nakane Chie's vertical society. Nakane's theories
originate in the work of Aruga, who wrote about the Japanese family system as the base
of the vertical social structure in the 1940s and 1950s (Yoshino 1992: 95). In summary,
Nakane (1970) asserts that the Japanese hierarchical family system has been transferred
to the world of business, and that the values of the system, although they may be
weakening within the family itself, are still dominant in the work sphere. Nakane's
theories only account for one sector of the Japanese population, ignoring the vast
numbers of self-employed people and the majority of women. It is noteworthy that the
sector to which the theories might apply happens to be the sector identified by
McConnell et al. (1988: 132) and by Yoshino (1992: 134) as most responsive to
nihonjinron theories - the male businessman with a relatively high standard of living.
Perhaps this fact accounts for the popularity of Nakane's theory in the nihonjinron
literature.
Uchi and solo are a pair of common words which literally mean "inside" and "outside".
Parallel sets of words include talernae (face) and honne (real feelings) and omote (front,
face) and ura (behind). All the sets of words are used to express a differentiation
between 'inside' and 'outside' behaviour. Relating these concepts to Lebra's (1992: 114)
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dimensions of self (see section 3.4), the solo, tatemae and omote are equivalent to the
'interactional self. This is the dimension of self and space which is activated in
situations where a certain level of formality, or self-boundedness, is required. On the
other hand, Lebra's 'inner self relates to the uchi, honne and ura. This is the dimension
which allows for spontaneity and relaxation of self-restraint. Lebra's 'boundless self
overrides any distinction between the pairs of terms, entailing as it does disengagement
from such dichotomies. It should be noted, though that the interactional self, or soto, is
considered just as 'real' as the inner self, or uchi. Different dimensions of self are
appropriate to different situations, but all dimensions are equally valued, and equally
'real'.
Recent research continues the nihonjinron emphasis on uchi/ solo as important for
understanding Japanese society, but stresses that the concepts are variable points on a
continuum rather than opposing dichotomies (e.g. Bachnik & Quinn (eds.) 1994). As
Rosenberger (1994: 97) points out:
Making a still life of solo and uchi contexts has its problems because
these are always fluid according to the perspective one takes. Like a
series of Chinese boxes, what is solo in relation to one uchi soon
becomes uchi in relation to a more public, detached level of soto.
It is relevant to note that the terms uchi and solo are often used to distinguish Japan and
the rest of the world (e.g. f*I3, Yomiuri Shimbun survey
research committee, 1986: 32-36).
Amae is perhaps one of the best-known theories of the nihonjinron movement. The
notion of amae (U- ) as a Japanese phenomenon was developed by Doi Takeo, a
psychoanalyst influenced by the work of Freud. Doi (1973: 28) claims that:
amae is a key concept for the understanding not only of the psychological
makeup of the individual Japanese but of the structure of Japanese
society as a whole.
The verb amaeru (W . ) in the dictionary means "behave like a spoiled child",
"demand attention" or "depend (on someone's kindness)". The corresponding verb
amayakasu (U--?t) implies allowing someone else to behave in this way. The
implications of amae for power and control in a relationship have been drawn out by
Rosenberger (1994: 94):
The dyadic relationship of giving and receiving indulgence or
dependence is born in and reproduces relations of hierarchy... These
unequal relations can represent solidarity (as Doi has emphasized), but
they can also represent authority. The very oneness of the mother-child
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relationship or the closeness of the boss-underling relationship gives the
superior a great deal of potential social authority. The authority is
supported by the emotion and obligation that the social inferior feels
from having been allowed personal expression of power in certain
contexts.
Here, the relative desirability of primary and secondary control (see section 1.2) are
clearly asserted. Allowing someone else to amaeru means allowing them to exercise
primary control. However, the more desirable, and more mature, form of control is
secondary control, demonstrated through giving in to others, accepting things as they are
(	 . akirameru) or adjusting the self to the prevailing order (JILk)Z,junnou).
Doi has been subjected to fierce criticism (e.g. Dale 1986), not for his theories of amae,
but for his claim that amae is somehow unique to Japan because equivalent terms do not
exist in Western languages. Critics have been quick to point out that similar
vocabularies exist in Korean (e.g. Lebra & Lebra 1986: xiii) and other Asian languages.
The justified criticism that amae is not unique to Japan should not be confused with the
negation of amae as a psychological theory which gives insight into people's ways of
acting and thinking.
Language and communication. The massive body of nihonjinron writing on language
and communication generally argues that Japanese is a unique language. Furthermore, it
is intrinsically so difficult that foreigners can never master it completely. Even if
foreigners do achieve fluency in the language, they cannot properly understand Japanese
styles of communication, which are elusive and exclusive. Miller (1982: 5) underlines
the role Japanese language has played in the nihonjinron movement:
To the Japanese today, the Japanese language is not simply the way they
talk and write. For them, it has assumed the dimensions of a national
myth of vast proportions.
One of the first and most influential writers on the subject is Kindaichi Haruhiko. A
distinguished academic, Kindaichi has written extensively about the uniqueness and
purity of the Japanese language, and is by far the best known of the nihonjinron writers
(Befu & Manabe 1987: 98).
Extending the idea of language as unique is the idea of communication as unique. A
familiar nihonjinron idea is that Japanese people actually communicate not so much
through language as through silent, empathetic conimunication. Lebra (1976: 115)
extols this non-verbal communication:
The Japanese glorify silent communication, ishin denshin ('heart to heart
communication'), and mutual 'vibrations, implying the possibility of
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semi-telepathic communication. Words are paltry against the
significance of reading subtle signs and signals and the intuitive grasp of
each other's feelings. The ultimate form of such communication is
ittaikan ( 'feeling of oneness'), a sense of fusion between Ego and Alter.
This notion of fusion between self and other has echoes of Buddhist philosophy. The
idea of silent communication, or communication through the (hara, belly) was
championed by Matsumoto Michihiro from the mid-1970s onwards. Matsumoto (1984:
31) claims that:
hara, although a bit too ambiguous for the uninformed Westerner to
understand easily, is what the Japanese comfortably identify with... For
the Japanese, reality cannot be grasped through concepts and ideas. The
reality of hara goes beyond the dichotomy of we and they, or subject and
object, or sadism and masochism, and cannot be analyzed or
comprehended by mind-logic, but can be 'experienced' by hara-logic.
Even more than the language itself, (haragei, the art of hara) serves to mystify
Japanese modes of communication. From here, it is a short step to the claim that
communication between Japanese and foreigners is difficult, if not impossible. This
idea has been posited by Suzuki Takao, one of the most influential nihonjinron linguists
of the 1970s. Suzuki (1986: 157) argues that:
...so long as the interaction is between Japanese people, in Japan,...
problems do not arise. But only let a Japanese come into contact with
someone else, someone who is not a Japanese, and this Japanese
characteristic ceases to be functional. We, used to assimilation and
dependency, expect to project ourselves onto the other, and expect him to
empathize with us. We have great difficulty with the idea that so long as
our addressee is not Japanese we can't expect to have our position
understood without strong self-assertion.... So when Japanese, who aren't
good at foreign languages, don't show their true ability in international
conferences and scholarly meetings, it is less because of their language
skills than because of the weak development of the will to express
themselves linguistically to sufficient degree.
Such explicit claims that Japanese cannot communicate with foreigners (or learn foreign
languages) are obviously effective in marking boundaries between the national "in-
group" (uchi) and the foreign "out-group" (solo). They also encourage the development
of an exclusive national and moriocultural identity.
The above theories are the lynch pins of nihonjinron writings. Many of them have been
discredited through the backlash anti-nihonjinron movement. Among the most
vociferous critics of nihonjinron facts and interpretations are Miller (1982), Dale (1986)
and Mouer & Sugimoto (1986). Some critics undermine nihonjinron theories by
producing opposing evidence (e.g., Krauss, Rohien & Steinhoff (eds.) 1984), on conflict
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in Japan). More recently, the nihonjinron authors' use of Western rather than Asian
societies as reference groups has been attacked (e.g., Yoshino 1992: 12).
Although many of the nihonjinron theories have been successfully discredited as
theories of Japanese uniqueness, some retain validity as theories of Japanese society.
More interesting than the arguments of nihonjinron and anti-nihonjinron writers over
facts and interpretations is the question of why the nihonjinron movement happened, or
what purposes it serves and what needs it fulfils. The most obvious purpose is the
development and maintenance of national and cultural identity, labelled by Yoshino
(1992: 50) as secondary nationalism. Nakane's (1986: 185) description of the Japanese
household or group, writ large, could be seen as the kernel of this concept:
A cohesive sense of group unity, as demonstrated in the operational
mechanism of household and enterprise, is essential as the foundation of
the individual's total emotional participation in the group; it helps to
build a closed world and results in strong group independence or
isolation. This inevitably breeds household customs and company
traditions. These in turn are emphasized in mottoes of unity and group
solidarity, and strengthen the group even more... in this type of social
organization, as society grows more stable, the consciousness of similar
qualities becomes weaker and, conversely, the consciousness of the
difference between "our people" and "outsiders" is sharpened.
In a national context., the "mottoes of unity" are the nihonjinron slogans of
"homogeneity", "amae ", "unique language" and so on. These mottoes help to strengthen
group unity through the individual's emotional participation, and they serve to sharpen
the differences between the in-group and outsiders. In this respect, the collection of
nihonjinron theories stand as markers to inform members what it means to be "in the
Japanese group". At the consumer level, this function of nihonjinron is important. In a
questionnaire (Manabe, Befu & McConnell 1989: 58), people were asked, "To what
extent do you think Nihonjinron discussion in various media is useful in satisfying the
following needs?". 68% of respondents thought that it was useful "to know oneself' and
75% "to know who the Japanese are". The nihonjinron thus has a widely perceived role
in shaping national and cultural identities. For a substantial minority, it has the further
role of "to satisfy self-pride" (3 3%) and "to have pride as a Japanese" (49%). This is the
role which is seen as threatening by most anti-nihonjinron writers. It is threatening
because it is associated with the pre-war state cult, when ideas of Japanese purity and
superiority reached their peak.
Relating nihonjinron ideas to the theories discussed in chapter 2, it is clear that
nihonjinron writers lean heavily on an ethnic-genealogical model of national identity,
discernible in ideas of homogeneity and so on. However, these theories are rapidly
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losing factual and ideological credibility, and are a minority belief among the consumers
of nihonjinron. More prominent in the nihonjinron theories discussed in this chapter,
and more widely accepted, is the concept of a national identity based almost entirely on
cultural identity. Cultural identity, in the form of language and communication, customs
and habits, is assumed to be shared nationally, and thus is held to be synonymous with
national identity. The acceptance andlor rejection by students of these general ideas of
Japanese national and cultural identity will be discussed in the data chapters.
4.3 Self in the world
Throughout history, it is not only the relative emphasis on nationalism!
internationalisation! globalisation which has altered. The meaning of
"internationalisation" has also modified over the years. In the past decade or so there
has been a shift from "internationalisation" as representing economic and political links
with other countries to "internationalisation" as a personal way of being. Sugiyama
(1992: 73) remarks that:
Whereas the discussions of internationalization has in the past centred
upon the quantitative aspects of international exchange in goods, people
and information, those of more recent years have tended to stress the
qualitative conditions or 'the state of mind' of the Japanese people in an
international context.
It is this qualitative "state of mind", or way of thinking, seeing and feeling, in an
international context, which is the focus of this thesis.
In spite of its popularity, no clear definition of internationalisation as it currently exists
in Japan has been agreed upon. If the English term is ambiguous, its Japanese
equivalent,	 (kokusai) or F1I1E (kokusaika), claims Katou (1992: 310), is even
vaguer:
Encouraged over the past decade by the government, 'kokusaika' has
become the latest in a series of all-embracing slogans. As was the case
with jiyuu (freedom) in the early Meiji era, kokusaika has come to mean
all things to all men.
Chapters 10 and 11 will focus on exactly what 	 1E (kokusaika) does mean to
Monbusho and to junior high school students. As this is the case, a definition will not
be attempted here.
64
Chapter 4	 Japanese identities in the nation and world
Leaving aside the question of defining IJ Th (kokusaika), the next logical step is to
examine the relationship between this concept and the ideas discussed in section 4.2.
Internationalisation in terms of identities or 'state of mind' is closely linked to
nihonjinron theories, which are exploring the same area. In fact, many nihonjinron
writers claimed to be writing in order to promote internationalisation. The argument is
that, by raising awareness about the differences between Japanese and foreigners, each
party will have a greater understanding of self and other. The result will be more
successful communication. This particular line of argument illustrates the first stage of
international and intercultural identities, described in section 2.2, which explained
international identity as an extension of, and a method of reinforcing, national identity.
The anti-nihonjinron writers, by vehemently denying theories of Japanese uniqueness,
also contribute to the debate on internationalisation and globalisation. So far,
globalisation has hardly been mentioned. This is because it has only recently become an
issue in discussions of identities in Japan. Books published so far on the subject are
largely restricted to global environmental issues or to globalisation of the economy. In
this sense, the use of the term 'globalisation' in Japan appears to be following the use of
the term 'internationalisation', which in the 1960s referred only to the economy, but
gradually became more and more widely used ( iJjz- , Kobayashi Tetsuya, 1995: 9).
By denying Japanese uniqueness and arguing similarities rather than distinctions, the
anti-nihonjinron writers are appealing to theories of globalisation in the sense criticised
by Smith (1995: 24, see section 2.3) of world homogeneity. However, the sense of
global and transcultural identities as the ability to see the nation! native culture from a
world perspective, as well as the world from a nationall native culture perspective,
rarely appears.
4.4 Education and identities in the nation and world
In this section, the various points raised so far in the chapter will be taken and applied to
the development of the individual in the educational sphere. Paralleling the structure of
chapter 2, the section will be subdivided into three parts dealing with education for
national! monocultural identities, education for international! intercultural identities and
education for global! transcultural identities respectively.
As mentioned at the beginning of this chapter, nationalism and consciousness of
national identity began with the Meiji Restoration of 1868. A national Ministry of
Education was established in 1872, and its primary task was to develop a national
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education system. In the first decade of Meij i rule, nationalist sentiment was subdued,
but it began to gain voice with the 1879 Education Order which, with the 1880
Education Order, gave greater powers for national and prefectural control of education.
Through the 1 880s the sentiments expressed in the 1879 Order began to take effect in
schools. Morals became central to the curriculum and in 1880 textbooks considered
ethically inappropriate were baimed by the Department of Education. In 1881, the
Department of Education issued guidelines for the course of study in elementary schools,
thereby standardising the curriculum nationwide. In 1885, the first Minister of
Education, Mon Arinori, was appointed. Mon supported the notion of education for
national development, and emphasised the role of the education system in producing
virtuous subjects who would be of service to the State. Education for national identity
was further strengthened by the Imperial Rescript on Education ( 1 VJ , kyouiku
chokugo) of 1890. A certified copy of the Rescript was sent to every school, where it
was read at ceremonies and on important occasions. The Rescript became the guiding
philosophy of Japanese education, and came to be regarded as a sacred text.
In spite of the liberalism of the Taisho period (1912-1926), the basic direction of
education did not diverge from the course set in the later Meiji years. By the early
Showa years, all areas of the curriculum were being used to imbue national identity and
nationalistic sentiment. Morals was the core of the curriculum, stressing total loyalty to
the State. For example, one textbook widely used in 1941, entitled "Way of the Imperial
Subject", states that:
What we call private life is nothing but the practice of the way of the
Imperial subject who supports the heavenly throne of the Emperor... Thus
we should not forget in our private life that we are united to the Emperor
and must serve the nation. (quoted in International Society for
Educational Information 1986: 50)
Such sentiment was vigorously promoted throughout the school curriculum, making the
education system a powerful tool of war.
The nationalist movement was crushed by defeat in war and most educators, especially
Teachers' Union members, supported the educational reforms of the Occupation period
(1945-1952). However, as Horio (1986: 146) records:
On the other side of the political spectrum - the side of the ruling elite - a
campaign was launched in 1951 to "correct the excesses" of postwar
democratization through the creation of the Committee for the
Investigation of Governmental Decree Revision.
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This Committee included many influential figures who felt that reforms had been
carried too far. It was in this spirit that, in November 1951, Minister of Education
Amano Teiyu drew up "An Outline for National Moral Practice", which he planned to
distribute to schools. This document advocated devotion to the state, but was never
officially approved.
However, the anti-reform movement's opportunity to change education policy came with
the first major post-Occupation reforms in 1958. These reforms gave Monbusho greater
authority to determine curriculum and course content, and reintroduced moral education
(Kobayashi 1986: 81). The latter measure, in particular, was fiercely resisted by the
Teacher's Union (Lanham 1986: 282), but the reversal of Occupation reforms continued.
Central government control of education, advocating the strengthening of national
identity, continued to meet resistance from the Teachers' Union and others sympathetic
to the Occupation reforms. Nevertheless, central control was progressively tightened.
In 1966, the report of the Central Educational Council entitled I , 	 -o 	 A 1
j (The image of the desired Japanese) was published. The report recommended self-
awareness as a Japanese person, to be developed through respect and love for the
Emperor and for Japan. These recommendations were incorporated in the revised
courses of study introduced in 1968-1969 ({i, Hanai Makoto,1996: 295). Another
issue which represents the growing emphasis on national identity in schools is the issue
of the I (1) 1LJ (national flag) and the r i j (national anthem). Their use in
schools was banned after the war, only to be declared desirable in the 1958 educational
reforms. Over the subsequent reforms in 1968 and 1977, emphasis on the desirability of
the flag and anthem was strengthened ( WIt [l a ]	 , Kanda Osamu et a!. eds.,
1 991: 70). In the 1989 reforms, it was declared (l3', Monbusho, 1 989g: 99) that the
national anthem should be sung and the national flag raised at school entrance and
graduation ceremonies and so on. The 1989 reforms also stress, as two of the four main
aims, the importance of acquisition by children of the fundamental knowledge necessary
as a national citizen (t', Monbusho, 1989a: 5) and the necessity for students to
respect the national culture and traditions and to develop self-awareness as a Japanese
person and the basics of Japanese ways of seeing and thinking (ibid: 7). In other words,
the government is encouraging the development of a national cultural identity. If these
developments are taken into consideration, it is hardly surprising that Yoshino (1992)
labels the contemporary era in Japan as a phase of "secondary nationalism".
As indicated in section 4.1, internationalisation has an even longer history than
nationalism. Throughout the various periods of international contact and exchange
67
Chapter 4
	 Japanese identities in the nation and world
outlined in section 4.1, the exchange of knowledge and scholars was always important.
For example, as early as the seventh and eighth centuries, groups of students were sent
to study in China (4IE, Ishii Masatoshi 1989: 38-39). From the end of the Edo
period, Western learning was eagerly sought, and groups of students were again sent
abroad. The Imperial Oath of Five Articles, declared by the Emperor in April 1868,
clearly stated that the policy of the new Meiji government would be to seek knowledge
throughout the world. The internationalisation of the early Meiji years is summarised by
the Ministry of Education, Science and Culture (1980: 21):
Two factors which played particularly important roles in the introduction
of Western civilizations to Japan were the appointment of foreign
teachers to Japanese schools and the sending of Japanese students
overseas for study and research.
In fact, at higher education institutions in the early Meiji period, most teachers were
foreigners and most texts were written in foreign languages. As well as these measures,
which introduced new knowledge and techniques to Japanese education, this period was
used by the government to collect information about Western education systems as
possible models fdr Japan. Prominent members of the Meiji government travelled
abroad to many countries, observing and learning about the various educational systems.
Many of their findings were later incorporated into Japan's new system (Rohien 1983:
54) and are apparent today.
By 1879, the movement which advocated more nationalist education was beginning to
subdue the uncritical acceptance of Western knowledge, texts and teachers. As
nationalist education was strengthened, new Western educational philosophies (such as
tlieideas of Dewey) had little impact on the basic direction of education, even though
they became well-known in the Taisho era. In the early Showa years, through to the end
of the war, nationalism completely dominated internationalisation in any positive sense.
After the war, various measures were suggested to make Japan more international.
Some of these measures were extreme. For example, one of the recommendations of the
"Report of the US Education Mission to Japan" of 1946 was to abandon the entire
Japanese writing system. The argument was:
Wherever possible linguistic supports of the spirit of national isolation
and exclusiveness need breaking down. The adoption of romaji would
constitute a major contribution to the transmission of knowledge and
ideas across national boundaries. (US Education Mission to Japan 1946:
23)
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Obviously, this particular measure was not adopted, but it shows the extent of the post-
war determination to internationalise Japan, or at least to make Japan accessible to
Westerners. The Education Mission's disregard of the fact that abolishing kanf i would
actually make Japanese less accessible to China and other East Asian neighbours is
symptomatic of the post-war attitude to internationalisation in education as in other
spheres. In post-war education, internationalisation has generally been equated with
Westernisation. Nowhere is this more clearly illustrated than in foreign language
education. Since the war, and still today, foreign language teaching in junior high
school is limited to only one foreign language, and that language is invariably English.
Although Monbusho 1989b: 114) stipulates that French, German or another
language may be taught instead of English, there are no Monbusho-authorised textbooks
for any language other than English in junior high school (7fk (Kizuka Masaki)
1995: 144). The fact that most Japanese people only ever learn one foreign language at
school, and that they all learn the same foreign language, must encourage a tendency
towards a rather narrow view of internationalisation. However, this is a problem now
attaining recognition, and moves to introduce other foreign languages at some senior
high schools have led	 (Kizuka Masaki) (1995: 144) to conclude that:
—jL'J'
(Perhaps it could be said that we have come to the period when the idea
that foreign language at school equals English is being wiped away.)
Although the limits of foreign language education restrict the boundaries of
internationalisation, there has been an outwardly positive attitude towards
internationalisation on the part of the Ministry of Education. Ideals of
internationalisation have been increasingly emphasised in revised Courses of Study,
with the 1989 guidelines stating that students should have the basic qualities to live in
international society (t 1S ', Monbusho, 1 989a: 7). On a practical level, the
government organises the JET programme to employ foreigners (overwhelmingly
native-English-speaking foreigners) to teach in Japanese state schools. The number of
posts on the programme doubled from 2,146 in 1990 to over 4,000 in 1995 (Ministry of
Education, Science, Sports and Culture 1995: 51). Likewise, the number of foreign
students studying at Japanese universities and colleges is projected to increase tenfold
from 10,428 in 1983 to a planned 100,000 plus at the beginning of the 21st century
(ibid.: 52). While the JET programme participants are almost exclusively Westerners,
the majority of foreign students are from other Asian countries, notably China and
Korea ('J', Kobayashi Tetsuya, 1995: 83). Although Asian foreigners far
outnumber Westerners, it is only the Westerners (and almost entirely the English-
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speaking Westerners) who are allowed into Japanese state schools as representatives of
internationalisation. Internationalisation may be popular, and may be progressing, as
described in section 4.3, but in practical terms, internationalisation in schools is still
very Western-biased. Furthermore, although outward signs of internationalisation are
becoming increasingly common, internationalisation as a 'state of mind', or international
and intercultural identities, have so far been largely ignored in the educational sphere.
Although statistical tables of the numbers of foreign teachers and students in Japanese
schools are easily available, the Japanese students' ways of thinking about these
foreigners and their native cultures have scarcely been touched upon.
As mentioned earlier in this section, globalisation is a recent phenomenon. Translated
into Japanese as ±Ii1I (chikyuuka) or E1 '-' U l— -' / (guroobarizeeshon),
its use is still confined largely to the political and economic fields. However, it does
have roots in Japanese education, notably in the preamble to the Fundamental Law of
Education of 1947. The law, which underpins the present-day education system, begins:
Having established the Constitution of Japan, we have shown our
resolution to contribute to the peace of the world and welfare of
humanity by building a democratic and cultural state. The realization of
this ideal shall depend fundamentally on the power of education.
The concept of education for world peace, and the welfare of mankind, is at the heart of
global education ideas in Japan. It is founded on the notion that, as all people share the
fact of being human, all are equal and should be seen as equal in the basic right to life.
Furthermore, in the view of the earth as a finite space shared by all human beings, some
issues should be of common concern to all people. The common example in education
is nvironmental education, and this is gaining popularity in Japanese schools.
Environmental education represents the 'outer' face of global education, but may have
little effect on individual identities. The 'inner' face of global education is described by
'J411i (Kobayashi Tetsuya) (1995: 199):
1A.3J
c1±/
(Even if it is the education of the nation, must we not surmount narrow
national education to think from a human-race or global perspective?)
Stated in a different way, although systems, content and philosophies of education may
be nationally determined, they should not be nationally bound. This opinion echoes the
definition I gave of global! transcultural identity in section 2.3, as the ability to see the
nation and culture (and other nations and cultures) from a world perspective, rather than
see the world from the perspective of particular nations and cultures.
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4.5 Summary
Throughout Japanese history, there has been a balance and a certain amount of tension
between nationalism and internationalisation, and between identities in the nation and in
the world. At times the various identities have been seen as complementary, and at
other times as mutually exclusive. Assertion of all these identities is often construed as
affirmation, or rejection, of changes in society. Sharf (1993: 36) analyses the role of the
nihonjinron writings in this light:
Nihonjinron is in large part a Japanese response to modernity - the sense
of being adrift in a sea of tumultuous change, cut off from the past,
alienated from history and tradition. Since the Meiji reforms, Japanese
intellectuals have been confronted with the collapse of traditional
Japanese political and social structures, accompanied by the insidious
threat posed by the hegemonic discourse of the West. In response, the
Japanese would formulate a conception of Japaneseness that would, in
part, insulate themselves from Western universalizing discourse.
In this response to change, there are invariably tensions between traditionalists and
modernists. Most of the nihonjinron theorists can be classified as traditionalists,
seeking continuity and security in a time of rapid change. Many of the anti-nihonjinron
writers are modernists, rejecting any 'hiding in' or glorification of the past, and exhorting
Japan to view itself as a progressive member of the modern international community.
These are the two simplified poles. The government is ambivalent, officially supporting
modernisation and internationalisation while tacitly encouraging nihonjinron ideas.
Probably, most Japanese people are just as ambivalent, welcoming some aspects of
modernity and ruing the loss of some aspects of tradition.
As far as identities are concerned, the nihonjinron ideas, internationalisation and all the
other ideas discussed in chapters 3 and 4 are provided as guidelines for the individual,
but the ultimate construction of identities is the responsibility of the individual alone.
The result is considerable variation between individuals in national, international, global
and cultural identities. In education, the various identities are all currently being
promoted by Monbusho, as described in section 4.4. In the following chapters,
Monbusho and student perspectives on each of these identities, as they are being
constructed by junior high school students today, will be more fully explored.
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It is impossible to understand the construction of national and international identities by
junior high school students without first taking a closer look at the development of
identities in general through earlier stages of education. In this chapter, the aim is to
survey the relevant literature on early stages of education in order to provide a
background for the following chapters. This is not a comprehensive survey of the
literature on Japanese education, as discussion will be limited to those areas directly
relevant to preceding and following chapters. In this respect, this chapter should serve
as a bridge between theory-led chapters 1 to 4 and data-led chapters 6 to 11.
The chapter will be structured by chronological divisions of childhood, beginning with
infancy and moving through pre-school and elementary school stages to finish with a
description of pertinent issues at the junior high school stage. Identities encompass
ways of acting, speaking, thinking, seeing and feeling. It is these 'ways' which shape the
construction of all identities, from gender and family identities to national and
international identities. Each section will cover how these ways of being and living are
developed at each stage of education.
5.1 Infancy
As Lebra & Lebra (1986: 197) emphasise in an introduction to research on the
socialisation of Japanese infants:
Japanization begins on the very day of the child's birth, if not earlier.
At this first stage of socialisation, the child is firmly situated not only in the centre of
his/her own world, but also at the centre of his/her chief caretaker's world. The chief
caretaker is generally expected to devote a lot of time and energy to the child. In so far
as the daily routines and surrounding environment are adapted to the perceived needs of
the infant, the infant could be said to hold primary control over the primary caretaker
(see section 1.2). The adult caretaker co-operates in this process by responding to the
baby's signals immediately, as Hendry (1986: 99) observes:
Through.... physical contact, and by careful observation, mothers and
other caretakers try to anticipate the baby's needs and attend to them
before it has a chance to get anxious.
As the infant grows up and becomes aware of this control over the chief caretaker, a
relationship of amae develops (see section 4.2). This is where the child uses his/her
power in the relationship to influence the action of the caretaker. Although amae is
discouraged in inappropriate circumstances as the child grows older, it is very much
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encouraged at the stage of infancy in relationships with the mother and other caretakers.
In fact, it is considered essential as a sign of the healthily close relationship of the
caretaker and the child. The reason is explained by Caudill & Weinstein (1986: 204), in
a contrast of Japanese and American views of infants:
In Japan, the infant is seen more as a separate biological organism who
from the beginning, in order to develop, needs to be drawn into
increasingly interdependent relations with others. In America, the infant
is seen more as a dependent biological organism who, in order to develop,
needs to be made increasingly independent of others.
In this stage of Japanese infancy, there are obvious parallels with Piaget's notions of the
egocentric child (Wadsworth 1989: 69), but in Japan this stage is positively viewed as
natural and necessary. The child is accepted as naturally egocentric, and the world is
adapted to fit the child.
A crucial notion to be developed in the Japanese infant in these early years is the idea
that, "I am secure". The key element here is security in relationships, or the
development of basic trust. Hendry (1986: 97) writes that:
Relations established at this time are considered to be the primary
foundations of basic trust in other human beings, and trust and goodwill
are essential if compliancy with authority is to be achieved in a child.
This is reminiscent of Erikson's first stage of 'trust versus mistrust' ( ill 9ii ,
Miyakawa Tomoaki, 1989: 101). Without this basic trust, children will experience
difficulties in forming relationships with others and consequently will be unable to
operate successfully in society. Fujita (1989: 74) underlines this point:
Whether or not a child can later build successful relationships with others
depends on how much time, affection, and love the mother has given to
the child.
In Japanese families, this security is established in the first instance by means of
immediate response to the baby's needs and by a high degree of physical contact
(Caudill & Weinstein 1986: 236). This security is strengthened by the atmosphere in
the home. Rohlen (1989: 19) contrasts Japanese and American mothers' attitudes to
children:
The Japanese mother seeks to avoid confrontation with the child's will
and much less frequently expresses her anger directly... Anger and the
assertion of authority are avoided because they will alienate the child
from its bond with the mother.
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Through relationships of trust, the idea of membership of a family group is developed.
Beyond the dyadic relationship with the mother are relationships with father, siblings
and possibly grandparents. This family group is the first group to which the infant
belongs. Even at this early stage, the concepts of uchi (inside) and soto (outside) (see
section 4.2) are introduced and developed. The family and home are portrayed as safe
and secure. The outside is often portrayed, by contrast, as dangerous. Security is found
on the inside of the group, and the challenge of venturing outside into the wider world is
not particularly encouraged.
5.2 Pre-school
The main role of pre-school is to teach the young child how to be an individual within a
group situation, and to develop aspects of the self which, it is thought, cannot be
developed in the home environment (N IE, Noro S/iou, 1992: 147). In order to do
this, peer socialisation becomes important. Peak (1991: 165) and Tobin, Wu &
Davidson (1989: 65) point out that pre-school teachers consciously endeavour to deflect
children's attention from the teacher to classmates. Kotloff (1996: 106) gives a concrete
example of how this is done through the daily whole-class meeting:
.the teachers conducted Morning Class Meeting as a discussion within
and between the peer group, rather than as a series of dyadic teacher-
pupil exchanges. They engineered the discussions so that children
presented their projects and offered their suggestions and comments to
their peers rather than to her. By mediating their praise through the peer
groups and by modeling and shaping positive peer group responses, they
enabled each child to receive the esteem of the group, not simply of the
teacher.
At the pre-school level, at least, the teacher still gives a great deal of indirect support to
children to encourage them to praise, discipline, help and support each other. By
managing the group from backstage, the teacher nurtures in the children not only
awareness of and concern for each other, but also a sense of responsibility and duty
towards each other. The fruits of this 'backstage support' are evident in children's
informal interactions with each other. Teachers rarely involve themselves in children's
disputes, only intervening if either child is in danger of suffering more than minor
physical damage (Peak 1991: 159). This leads to the suggestion, voiced by Holloway
(1988: 340), that:
.it is apparent that the teaching of rules and procedures and the extensive
use of the peer group for socialization purposes diminish the teacher's
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role as disciplinarian, leading to a sense of responsibility and
empowerment on the part of Japanese children.
However, the emphasis on peer socialisation and the group does not mean that the
child's individuality or independence are suppressed or discouraged. The individual
child's character, likes, dislikes, habits and so on are well-known by the teacher, as
evidenced by the daily exchange of notes on the child between parent and child
(Boocock 1989: 59). Independence is constantly encouraged, but its connotations
diverge from the Western use of the term, as Peak (1991: 71) notes:
In the Japanese context, independence does not connote "going one's own
way", social isolation, or personal autonomy. Applied to preschool
children within the classroom environment, independence (jishu) and
self-reliance (jiritsu) are the opposites of childish dependency and amae-
based expectations of unnecessary assistance and indulgent attention
from the teacher.., independence and self-reliance are cited as important
habits for the Japanese child to cultivate in learning to become a member
of a group.
As suggested here, the development of independence and self-reliance are considered as
habits, and this is important in the pre-school. Habits are the substance of 'the right way'
of behaving. The notion of the right way, as explained in section 3.3, has its roots in
Buddhist and Confucian philosophies. Establishing a sense of this right way is one of
the goals of early education. Schools and pre-schools provide an environment where
children can learn the 'right way' to act, speak, think and feel. Rohlen (1989: 21)
describes the process of learning the right way in the early years:
'\ Order is shaped gradually by repeated practice of selected daily tasks...
that socialize the children to high degrees of neatness and uniformity.
The shaping of this order is not left to chance. Hendry (1986: 134) outlines the teacher's
role in a description of the daily morning routine of changing shoes and recording
attendance:
.it is the ritual element which is notable here. Children are actually
shown the proper way to do all these things..
On a larger scale, there is also a fixed, ordered cycle of seasonal and national events
celebrated in pre-school through songs, stories, activities and festivals. Tobin (1992)
assesses the significance of this cycle of events:
Holidays and seasons are stressed and formally and ceremonially enjoyed,
thus introducing preschool children to the nationally shared rhythms by
which Japanese of all ages move through their lives.
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Learning the right way is thus laid across the stepping stones of the daily and annual
routines. Peak (1991: 65) explains the rationale for imbuing routine and ritual with such
importance:
The best way to develop good character and ethical behavior is to train
oneself in its habits through attention to correct performance of daily
routine. Children can acquire good character and ethical behavior
through repeated practice in a conducive environment, and providing
such an environment is one of the primary goals of the preschool
curriculum.
Another primaty goal of the pre-school curriculum is to develop kejime. Kejime is
defined by Bachnik (1992: 155) as follows:
..the ability to shfl successfully from spontaneous to disciplined behavior,
through identification of a particular situation along an "inner" or "outer"
axis, is a crucial social skill for Japanese, which must be learned in order
for one to function as an adult. It makes sense that this ability to shift -
or kejime - is also a major pedagogical focus in Japanese education... If
one could grasp how a preschool child actually "knows" kejime one could
also grasp an essential requirement for a "shifting" organization of self
and society.
Contrary to Bachnik's assumption that a pre-school child just "knows" kejime, experts
on Japanese pre-school education concur that an awareness of kejime is consciously and
deliberately developed. It begins with the distinction between pre-school and home
environments. This is done firstly through the use of physical space. For example, each
child keeps a pair of shoes by the classroom door specifically to wear in the pre-school.
As the child leaves the parent in the morning to enter pre-school, s/he changes from
outdoor shoes into indoor pre-school shoes (Sano 1989: 129). This is an effective way
of marking the boundary between inside and outside, pre-school and home. It also
marks a sense of belonging. The boundary between pre-school and home is also marked
by ritual. As each child arrives at the pre-school, child and parent formally greet the
waiting teacher, bowing and using set ritual phrases. Once this greeting is over, the pre-
school day has begun. A similar ritual is typical at the end of the day (Hendry 1986:
138). This clear boundary-marking between home and pre-school environments is one
aspect of kejime. A further aspect is the use of daily routine to nurture kejime. As Peak
(1991: 78) describes:
Many times each day, the tempo and tenor of activity fluctuates between
a tight and a loose structure. Chaotic periods of free play are followed by
silent, formal ritual. In Japanese preschools the measure of good
discipline is not an overall low level of noise and controlled activity but a
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quick and precise maintenance of the boundaries between two radically
different levels of order...
This interweaving of kejime into daily routine is reinforced by specific boundary-
marking practices such as changing clothes and rearranging tables and chairs. For pre-
school children, kejime is not a natural ability, but a consciously developed skill. At the
pre-school level, kejime is still fairly basic, requiring shifts between home and pre-
school environments, and between quiet and noisy sessions of the day. Even at this
early stage, however, kejime leads to a sense of situationally-specific behaviour. This
early ability to adapt behaviour and attitude to different situations can be perceived as an
ability to shift identities, between the formal and informal selves, as well as between the
amaeru self of home and the group-member self of pre-school.
Throughout the socialisation process of learning the right way and kejime, the
underlying philosophy is that children are good. The idea of inherent goodness derives
from Shinto beliefs and was discussed in section 3.2. Young children, Iirparticular, are
seen as pure and unspoilt, and the general view is that their goodness may be adversely
affected or even destroyed through adult control and constant supervision (Sano 1989:
128). For this reason, the notion of naughtiness or badness is rarely expressed. When a
child does something which in the UK would be construed as naughty or bad, the
Japanese caretaker attributes the action to the fact that the child does not yet understand
or is not yet competent and requires further practice (Peak 1991: 131). Added to the
general belief that children are good is the assumption that children naturally want to be
good. The idea of wanting to be good is not unfamiliar to Western theories of identity
development, appearing as it does in Kohlberg's stages of moral reasoning (Kohlberg
1987). However, this idea forms the mainstay of Japanese children's identities, as it is
the foundation upon which their desire to co-operate and conform to society's
expectations is built. The desire to be good is nurtured within the environment of
security and affection which characterised the stage of infancy. Conroy et a!. (1980:
165), in a study of maternal strategies for influencing children's behaviour, concluded
that:
Early socialization in Japan relies on close personall interpersonal ties
and a climate of affection and interdependence leading to identification
with the goals and values of the group.
Children's attachment to the group and their desire to be good, combined with teacher
non-authoritarianism, mean that, for the child, there is really little alternative to being
good. Peak (1991: 190) touches upon this point:
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Japanese children soon learn.., that to resist the system is to battle an
army of friendly shadows. Authority resides with no one, and to change
the collective habits of the group requires an impossible effort. To
escape or rebel is to sever social contact with those who provide daily
companionship and the warmth of social life.
This is a theme which recurs throughout the child's, and adult's, participation in
institutional life.
The child entering pre-school is typically self-centred, secure but unaccustomed to life
outside the family life. Through their introduction to group life, children begin to
balance primary control (peer socialisation) with the seeds of secondary control
(conformity to the right way, kejime). Throughout this process, children find themselves
in an affectionate, caring group, in which they are rarely labelled as naughty or bad.
Rather, it is assumed that they want to be good, they want to be part of the group, and
that, if they try to follow the right way, they will succeed in being good. By the end of
pre-school, the child will be familiar with the foundational philosophies of Japanese
education, upon which the rest of his/her school life will be built.
5.3 Elementary school
The third stage of childhood begins in the April after the child's sixth birthday, when
s/he enters elementary school. The first day of school is seen as a major transition point
in the child's life and is marked by an entrance ceremony and commemorative photo at
school, and by gifts of money, stationery and so on at home. In elementary school, the
curriculum consists of 6-8 separately taught subjects plus moral education and class
activities. Children study all subjects with their class group, and all teaching is done by
their class teacher. Textbooks used in school are authorised by Monbusho, and there is
little variation from school to school in the content of the curriculum. As in pre-school,
social and emotional development are priorities, and there is an emphasis on educating
'the whole child'. Many of the themes which emerged as important at the pre-school
stage are followed through and developed at elementary school.
In the elementary school, the child is a member of various groups. The smallest of these
is the J1 (han), a group of 4-6 students within the class. In elementary school, the han
are deliberately arranged so that children of different academic levels and different
characters are working together. A substantial proportion of class time is spent on group
work in han. However, the han's function is not purely an academic one, as Stevenson
& Lee (1995: 160) point out:
79
Chapter 5
	
The development of identities through childhood in Japan
Members of the han work together in many other activities, such as in
cleaning the classroom and serving food, and in games and discussions.
Participation in the han is a central feature of the children's everyday
lives in school and leads to a strong identification with the han, the class,
and the school. Because of this identification with a group, the
motivation of slow learners to work hard and perform well may be
enhanced and the eagerness of the fast learners to help their slower
classmates may be increased.
From the han, children can extend their group membership to the class and on to the
school. Elementary (and junior high school) teachers invest a great deal of time and
effort in creating the class group, and countless manuals of advice and techniques are
available on the subject (e.g. Asano Makao, 1983; lemoto
Yoshirou, 1989). Sense of membership of the whole-school group is facilitated through
school events (such as sports days and festivals) and through school assemblies. In the
upper grades, the scene of group membership is complicated by the advent of clubs and
committees. The membership of these clubs and committees cuts across classes and
years, widening the child's sphere of activity. A final school group is the neighbourhood
group, which forms a bridge between home and school. Children of the same
neighbourhood walk to school together each day, with pupils of the upper grades
responsible for the younger children.
Membership of all the above groups is based on face-to-face contact. At elementary
school, children are also introduced to the larger groups to which they belong. This is
done primarily through the social studies curriculum, as Yamane (1996: 33) reports:
The content matter of social studies teaching in elementary school is
basically organised on the principle of an expanding study of the
environment, in which the third grade focus on social units at the level
of the city, town or village, the fourth grade focus on the prefecture, the
fifth grade on the level of the nation, and the sixth grade on Japanese
history, government, and international relationships.
It is significant that, although the Monbusho general guidelines for elementary school
recommend internationalisation, the curriculum does not include any study of foreign
languages and virtually no study of foreign countries until the sixth grade (i
1 989h). In the moral education curriculum, no mention of foreign countries or people
appears until the fifth and sixth grades, although a national element is introduced from
the third grade (ibid).
Although the curriculum is based on ever-widening circles from the child's own
experience, it is questionable whether students actually identify themselves as members
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of the groups they study. The crucial difference between identity as a member of school
groups and identity as a member of the prefecture or nation at the elementary school
level is the amount of emotional investment made in those identities. As at pre-school,
emotional attachment to elementary school groups is considered vital. The importance
of friendship between classmates is stressed (e.g. lsogai Yoshirou, 1992).
Likewise, the relationship between teacher and pupils should not be just a professional
one. In a study of probationary teachers, Shimahara & Sakai (1992: 157) highlight the
significance of emotional links between teacher and pupil:
The starting point of ethnopedagogy is the appreciation of the feelings by
teachers that shape children's lives - the emotional commitment by
teachers to children, which leads to the fostering of the bond between
teachers and children. The attachment that evolves from this bond is
marked by the shared feelings of inclusiveness and trust. Interns come to
learn that effective teaching is governed by the ligature, and that
developing it takes precedence over technical competence in teaching.
As far as emotional investment in social identities is concerned, regional and national
identities cannot compete with the face-to-face sphere.
Emotional commitment to the group helps to ensure that children fulfil their
responsibilities and roles in the group. Children are made aware of their responsibilities
through the	 (louban) system, in which children take turns to serve school lunch,
lead the class in	 (aisatsu, ritual greetings) and so on. Children are encouraged to
recognise their responsibility for their classmates, a continuation of the peer
socialisation of pre-school. Responsibility for decisions about class activities and rules
is also shared by students Lewis (1995: 119) assesses the importance attached to
student responsibility:
Teachers' reluctance to use direct control and their hard work to see that
class norms emerge "naturally" from the children may create a classroom
situation in which it is very hard for children to attribute their behavior to
adult control and very easy for children to think of themselves as
responsible, good children committed to norms they've helped to shape.
This involvement of pupils in responsibility for others and for their environment
provides the opportunity for children to exercise primary control. This element of
primary control is balanced by the further development of secondary control (see section
1.2). The idea of 'the right way', introduced in pre-school, continues in elementary
school. Pupils have to conform to the way things are done at school. For example, a
significant proportion of the first few weeks of school is spent learning to arrange books
on the desk, answer questions, begin and end class and so on. This idea of the right way
is not restricted to social procedures, but is also apparent in the treatment of curriculum
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content. For example, Reys, Reys and Koyama (1996: 427) find that in the elementary
school maths textbooks, only one correct method for addition and subtraction is
presented to pupils. This is true even for mental computation.
The assumption that there is a right way to which everyone is aspiring means that there
can be shared values and goals. These are very prominent in the classroom, as Lewis
(1995: 44) stresses:
To enter a Japanese elementary classroom is to confront many clear,
explicit values.
Classroom walls are often literally covered with values and goals. Hamilton et al. (1989)
put the existence of such explicit goals into the context of a morality of aspiration,
contrasted with a morality of duty (see section 1.2). In order to be engaged in a morality
of aspiration, pupils need to have a sense of commitment to their goals, and a high level
of intrinsic motivation. Motivation deriving from genuine commitment to good
behaviour is encouraged far more than appeal to rewards and punishments (Lewis 1995:
102). Holloway (1988: 341) claims that this early motivation is the key to later success:
..the Japanese appear to ensure later academic and professional
achievements by developing in the early years qualities of perseverance
and commitment which will provide the motivational framework for
acquiring whatever skills are necessary to obtain success.
'The right way' thus involves not only the right way to act and speak, but also the right
way to think and the right way to see and feel. In addition, elementary school students
have to make the distinction between ways of seeing self and ways of seeing others.
The "use of personal aims and the importance accorded to commitment mean that
children are expected to set higher standards for themselves than they expect of others.
In comparison with American fifth grade students, Hamilton et at. (1989: 67) found that:
It appears that Japanese children are inclined to guide others by reward
and praise in areas where American children enforce standards.
Conversely, they are more ready to feel bad about personal rule
violations or nonperformances than their American counterparts.
Japanese children expect more of themselves than they enforce on others.
While Japanese children treat others as they are treated, then, they concurrently learn to
view themselves more critically. &' (hansel), or self-reflection, plays a vital role in
learning this distinction. Hansel, which is a critical feature of junior high school life, is
already widely practised at elementary school, and leads to greater self-awareness and
self-improvement. This development of self is a theme which becomes even more
prominent at later stages of education. Even at elementary school, though, pupils are
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expected to begin to develop and change themselves to fit to the expectations and 'ways'
of elementary school. This element of secondary control complements and balances the
elements of primary control evident in peer socialisation and student responsibility.
5.4 Junior high school
The fourth stage of childhood begins in the April following the pupil's twelfth birthday.
With few exceptions, the transition to junior high school is automatic, based on locality.
There are no entrance examinations and no competition for places in state schools. At
junior high school, pupils are again organised into class groups. As in elementary
schools, they have a class teacher who is responsible for their general welfare and their
moral education classes, and they take all lessons together. There is no differentiation
by academic ability. Organisationally, the main difference from elementary school is
that different subjects are taught by different teachers. Another major difference is that
club activities become an integral part of school life. This means that the school day of
the junior high school student is considerably longer than that of the elementary school
student. For the junior high school student, it is quite normal to be in school from
7.45am to 5.45pm on weekdays, as well as a considerable proportion of the weekends
and holidays. As in elementary school, variation from school to school in academic
curriculum is minimal, as the curriculum and textbooks are controlled by Monbusho.
The curriculum basically consists of eight core subjects plus optional hours which are
mainly used for English, plus moral education and special activities.
At the elementary school level, group membership was based on face-to-face contact,
although the wider groups of town, prefecture and nation were introduced theoretically
through the social studies curriculum. At junior high school, these larger groups gain in
significance for students, contributing to their sense of identity. Through study of
national and world geography and history (lY', Monbusho, 19890, through civic
education (ibid), through foreign language study (C
	
, Monbusho, 1989c) and
through the moral education syllabus ( 1, Monbusho, 1 989e), students are
challenged to construct identities in a much wider sphere than face-to-face contact
allows, including the international sphere. Monbusho's emphasis on internationalisation
has spawned a range of books on how to implement the official recommendations in
schools (e.g. in social studies	 Ooisu Kazuko, 1992;	 Shibusawa
Fumilaka, 1990; in foreign languages k	 Sasaki Teruo, 1994; Fl
Wada Minoru (ed) 1991; in moral education W fl .U*, Yamaguchi Kazufaka, 1993;
Anzawa Junichirou (ed.), 1994). In practical terms, too, students are
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operating in a wider sphere with school trips to other parts of the country and
participation in district and prefectural competitions, and possibly even regional and
national contests. A minority of students also have the opportunity to take part in trips
abroad through the junior high school. In real terms, then, the students' field of vision
has widened.
Still, there may remain a qualitative difference between identities in school groups and
identities in the national and world spheres. The individual has little, if any, influence
over the larger, more distant spheres of nation and international society. S/he caimot
change the actions or values of the group through personal intervention. This is a
contrast to the earlier experiences of group membership, where individuals were
encouraged to contribute to all decisions affecting the group. Commitment to the
immediate group is facilitated by this process of decision-making and acceptance of
responsibility in the group, that is, through primary control. By contrast, in order to
make the wider social identities (regional, national, international and so on) meaningful
to themselves, students would have to adopt strategies of secondary rather than primary
control.
Although a much wider range of identities come to be significant at junior high school,
the central focus is still, naturally, on the immediate school groups. As at elementary
school, student responsibility is still encouraged in all areas. LeTendre (1995: 179)
explores the notion of responsibility in a passage which also elucidates the relationship
between self and the group:
Understanding oneself in a Japanese school means having a strong
awareness of one's role and responsibility in a group, whether it be a
class preparing for the entrance exams, a team readying for a sports
festival, or a choir practising for the choral contest. Awareness of
responsibilities and character development are simultaneous. To
promote a child's sense of self is to promote a child's sense of duty,
responsibility, and awareness of his or her capacities.
Fulfilling responsibilities, and developing character and capacities, all involve
adherence to 'the right way' of behaviour and attitude. As at elementary school, the right
way to behave is transmitted to and constructed by students through the use of aims,
explicit instructionllearning and peer socialisation. Also added is a code of discipline
far stricter than that which existed in elementary school. This code of discipline is
twofold, comprising school-imposed rules and regulations and the development of self-
discipline. The two strands of discipline are complementary in that the numerous school
rules provide a framework for student self-discipline. Self-discipline is built on the
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foundations of 'the right way' laid in pre-school and elementary school. Emerging from
the Confucian ii (see section 3.3), the development of self-discipline means the
acquisition of the tissue of doing the right things in the right way with the right attitude.
Self-discipline encompasses the entire spectrum ofjunior high school life. For example,
there is a right way to study, and many books aimed at junior high school students are
written on the subject in Japan (e.g.
	 Ishii lkuo, 1987;
, Tokyo University Effective Learning Research Group (ed.), 1991). There is
also a right way to dress, speak, behave and so on, and close attention is paid to every
detail. Aberrations in even the smallest detail are major rather than minor, because
every detail reflects the whole. Lelendre (1995: 177) notes that:
Uniforms and strict rules of deportment are also used as treatment for
minor problems... Several times teachers expressed to me the concern
that sloppy dress indicated a lassitude of spirit. If students were
meticulous in their dress and deportment (loudly greeting each other in
the morning, bowing with military precision) the atmosphere of the
school would be taut or "tense". This tension was seen as a useful force
in maintaining positive behavior.
The "tension" referred to here is self-discipline. If students have self-discipline, then
this will be evident in every aspect of their appearance and behaviour. That is, they will
conform to the expectations of 'the right way' to be a junior high school student. The
route to self-discipline often involves suffering of one form or another. This suffering
can be physical, an example being the intensive training of club activities. It can be
emotional, such as problems in relations with other students. It can be mental, as in the
case of preparation for examinations. Whatever form it takes, students become stronger
and more mature through the self-discipline learned through suffering. Kondo (1992:
45) describes the process in general terms:
[The process of maturation] is an arduous one. It means having to
undergo hardship (kuro) for only in this way will the inner self be
tempered; only in this way will the hard edges of immaturity be planed
into the roundness of adulthood... The hardship of a young person in
"training for the university entrance exams can be a form of kuro.
For junior high school students, the university entrance exams are still distant, but high
school entrance exams, for third year students at least, are an iniminent reality,
demanding strict self-discipline.
In overcoming hardship, the right attitude, or the right way of thinking and seeing, is to
' (gambaru), to persevere and be prepared to try willingly and without giving up
(Singleton 1989, Holloway 1988). The emphasis of effort over ability continues to give
students a sense of control over their own capacities and life-course. In this respect,
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mastery of the right attitude is an antidote to mastery of the right way to behave. The
former exemplifies primary control, the latter secondary control, and the two co-exist in
the junior high school student's life. Complementary to this process of conformity to the
right way and the right attitude is the concept of self-reflection, or introspection, which
comes to the fore at junior high school. Developing self-knowledge is a theme which
runs throughout junior high school, as LeTendre (1995: 178) explains:
For most Japanese teachers, guiding students in attaining self-knowledge
is a crucial part of the curriculum as is instilling such qualities as
gambare (endurance) or omoiyari (thoughtfulness)...
One of the most common tecimiques used to promote self-knowledge is hansel (self-
reflection), which was described in section 5.3. Hansei can be either written or verbal.
Fukuzawa (1996: 308) explains how hansel is used to reinforce the idea of the right
way:
Hansel may be translated as "reflection", but the term has overtones of
self-criticism and confession measured against the yardstick of socially
defined norms of behavior and emotions... Reflection essays assess
student attitudes toward school in order to determine understanding of
the fundamental lessons of middle school life: the importance of
cooperation, group life, doing one's utmost, and the value of all work.
Just as there is a "correct" life-style, so there are "correct" emotions for
particular events.
Hansei is a constantly recurring feature of junior high school life. At the end of every
day, students reflect on the day's activities in a homeroom session. After a major event,
such as a sports competition or school trip, students reflect on their own performance
and attitude (Kuwayama 1996: 111). Each year ends with a class magazine full of
students' reflections on the year. After an incident such as bullying or theft, the
perpetrators are made to write hansei (LeTendre 1996: 279). Through hansel, students
are supposed to discover their own weak and strong points, realise their own attitudes
and values, and compare themselves to the ideal of 'the good student'. In attempting to
change the self to fit the image of 'the good student', students are acquiring secondary
control.
The development of self-reflection, self-discipline and desirable ways of acting, thinking
and feeling are encouraged in schools through the tradition and system of 44 (shidou),
or guidance. Teachers have a huge responsibility to guide their students in all aspects of
their lives. Lifestyle guidance, academic guidance and careers guidance are incorporated
into shidou, and all fall under the school's remit (Shimizu 1992, Fukuzawa 1996,
LeTendre 1996, j	 *'1 (Takano Sejun) 1994). This means that teachers and
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schools have a central role in developing students' identities and sense of self in the
immediate and wider world.
5.5 Summary
The development of students' identities is guided by the ways in which they learn to act,
speak, think, see and feel through childhood. Many of these 'ways' are consciously
developed from the earliest stages. A sense of belonging to the group is nurtured from
infancy. With the extension of groups comes the development of kejime, and an
increased awareness of uchi and soto. Within the group, both primary control (through
the assumption of responsibility, peer socialisation) and secondary control (through
adaptation of the self to the 'right way', self-discipline) are encouraged.
Within and outside the group, human relations are paramount. Relationships of trust
and affection are approved from infancy onwards, and emotional attachment is expected
at school as well as in the home environment. The self is developed within this web of
human relations.
All of the ideas of self appearing in this chapter will feature again in chapters 7 to 11, in
greater depth and supported by data. However, I hope that this chapter has served to
introduce and summarise a few themes, and to emphasise the fact that the various
identities to be discussed in the following chapters have deep roots in the earlier stages
of education.
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6.1 Origins and rationale
In this section, the following questions will be answered:
• How did the study come about?
• How, when and why did the original aims and focus of the study change?
• Why was an ethnographic approach chosen to conduct the study in preference to
other approaches?
Firstly, the study originated largely by chance. As I was finishing an MA which focused
on foreign language learning, I obtained a post teaching English in Japanese junior high
schools. Completely ignorant of the Japanese education system, I began readIng, but
soon discovered that the literature on the junior high school stage in particular was
sparse. Although it was frustrating not to be able to find out what I had let myself in for
in accepting the post, I realised that I was in an ideal situation and had an ideal subject
area to do a PhD.
At the beginning, I had no fixed hypotheses about Japanese education, only the
stereotypes promoted by the media in the UK, balanced by autobiographical accounts of
Japanese friends and the little literature I had read. As I began the fieldwork at the vezy
beginning of the PhD, my acquaintance with the literature on Japanese education and so
on was developed concurrently with, rather than in preparation to, the collection and
analysis of data. The way I began my experience in Japanese schools fits accurately the
description by Wilcox (1982: 459):
One begins fieldwork not with a tabula rasa but with a foreshadowed
problem in mind. However, the problem is of necessity general in scope.
Because one is attempting to understand a system in its own terms,
according to its own criteria of meaningfulness, one cannot predict in
advance precisely which aspects of the system will have significance or
the kind of significance they will have.... It is crucial to begin the
research without specifically predetermined categories of observation,
questionnaires, precise hypotheses, and so on.
I did begin with a "foreshadowed problem". My MA research had examined the
teaching and learning of culture within foreign language study. I intended to explore the
same area in Japanese junior high schools, looking at students' perceptions of and
attitudes to foreign cultures through a focus on foreign language teaching. However, I
also came to Japan with the attitude described above by Wilcox, an attitude of openness
and willingness to change the parameters and focus of the study according to the
circumstances, and the system's own terms.
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Within a month of beginning fieldwork, and teaching English, I realised that focusing on
English teaching to discover students' attitudes to foreign cultures was far too limited.
To begin with, the amount of teaching of culture in English classes was negligible, as
lessons were heavily dominated by the teaching of key sentences and grammar points.
And yet, internationalisation was a buzzword in education, and there was an obvious
interest in foreign countries and cultures in the school. I dropped the focus on foreign
language teaching and widened my view to include other subjects. It was only a matter
of weeks until I realised that this, too, was too narrow a field of vision. For the teachers
and for the students, the academic curriculum is only one aspect of junior high school
life, and limitation of my study to the academic sphere carried with it the risk of a
distorted and fragmentaiy construction of the students' attitudes and perceptions. Within
weeks, my narrow 'foreshadowed problem', which had seemed so clear and neat when I
explained it in the PhD proposal, had expanded to encompass all aspects of junior high
school life.
Simultaneously, I realised that I would not be able to understand Japanese junior high
school students' and teachers' perceptions of foreign cultures and countries without
understanding the context in which those perceptions were made. At that stage, time
constraints were minimal, and I abandoned all pretence of 'foreshadowed problems' to
learn as much as I could about as many aspects of school as I could from as many people
as I could. After about a year, I felt that I was beginning to understand something of
what was happening all around me, and I began to narrow my PhD field of vision back
towards internationalisation. By this stage, my interest in the relationship between what
students are supposed to be taught (Monbusho guidelines) and what students actually
think, say and do had deepened. So had my interest in the relationship between national
identity and international! global identity, and the relationship between identity in the
immediate world of class and school and identity in the wider world of the nation and
the globe. The change of focus from 'attitudes and perceptions' to 'identities' was caused
by the realisation that, for the people in the junior high school, attitudes and perceptions
are only one aspect of identity. To understand what internationalisation means to these
particular individuals, I had to look not only at their attitudes to, or ways of seeing,
foreigners and foreign cultures, but also at their ways of feeling, thinking, acting and
speaking... in other words, at their selves. The root of the attitudes, rather than the
attitudes themselves, became the priority.
From the beginning to the end of the fieldwork, then, the theme of 'Japanese junior high
school students and foreign cultures and people' retained its place, but the final study is
very different to the one I vaguely envisioned at the beginning. The focus on small parts
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- 'attitudes' and 'foreign cultures' - was impossible without an understanding of the
whole. The original 'foreshadowed problem', therefore, was pushed far beyond its limits
and temporarily abandoned in an attempt to construct an image of its context. Only then
could it be returned to, in a form more suitable to its natural surroundings, to be put in
place within that context.
As far as methodology was concerned, the decision to use an ethnographic approach to
the research was governed by several factors. At a practical level, I had used qualitative
techniques in my MA research, and so had some familiarity with the literature on
qualitative methodology. More importantly, the choice of qualitative methods seemed
appropriate to the conditions of the research. In a criticism of the overuse of
quantitative methods in education, Spindler (1982: 3) states that:
.experimental and correlational approaches that isolate variables from
context and overlook the all-important dimensions of meaning in human
behavior have been overworked.
It seemed that, for a study which focused on context and meaning, qualitative methods
were more suitable.
The ethnographic approach within the qualitative paradigm was selected for its
hermeneutic qualities. Agar (1986: 12) writes that:
The social research style that emphasizes encountering alien cultures and
making sense of them is called ethnography, or "folk description".
Ethnographers set out to show how social action in one world makes
sense from the point of view of another. Such work requires an intensive
\ personal involvement, an abandonment of traditional scientific control,
an improvisational style to meet situations of the researcher's making,
and an ability to learn from a long series of mistakes.
To me, Japan was an alien culture. Eight hours a day in school for two years assured
intensive personal involvement, and provided opportunities to learn from plenty of
mistakes. I had no control, scientific or otherwise, over situations in the school. Most
importantly, I saw the research as an attempt to make sense of a particular cultural
setting in its own terms, and then to present that sense to a different cultural audience.
To use Asad's (1986: 160) terms, the idea of the process of constructing and then
translating a cultural text dovetailed most neatly with the situation in which I found
myself. The construction of the text of what intemationalisation means to Japanese
junior high school students in their own terms, and the interpretation and translation of
that text to make it culturally accessible to a foreign audience was the challenge offered
by an ethnographic approach to the research topic. With this major decision made, I
could move on to the nuts and bolts of actually doing the research.
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6.2 Access, settings, 'subjects'
In this section, the following questions will be dealt with:
• How was access to the research site obtained?
Where were data collected?
Who provided the data?
Access into the community in which ethnographic research is frequently portrayed as
problematic (e.g. Hammersley and Atkinson 1983, Fetterman 1989). For me, this was
not the case, as I had automatic access to the schools in which I collected data through
my position as an English teacher there. Although access as a teacher was automatic,
access as a researcher had to be negotiated through the school hierarchy and up to the
town's Board of Education. I was fortunate enough to meet no opposition, and more
approval and encouragement than I had hoped for, in this process of negotiation. One
point which did have implications for field relations (see section 6.4) and ethical issues
(see section 6.6), however, was that access as a teacher predated access as a researcher,
and most teachers and all students saw me primarily in the role of 'foreign teacher', not
'foreign PhD student'.
In terms of location, I did not select the setting of the research, but had it selected for me
through job placement. To protect the confidentiality of people concerned,
identification of the location of research will be restricted to the fact that it was a
medium-sized town in a rural area of northern Japan. I was employed in, and collected
data from, four junior high schools in the area. Two of these schools were in the town,
the other two in neighbouring villages. Most of the data I collected were from my base
school, identified in the following chapters as - 't' (which literally means "first junior
high", and is the part of the school name which distinguishes it from the town's other
junior high school). It is relevant to note that - is the largest of the four schools I
taught in, with approximately 600 pupils, and it is the least rural of the four. Compared
to the other three schools, the atmosphere of - 4' is tauter. Discipline is stricter and the
pace is faster.
In relation to internationalisation, foreigners are not particularly common in the area,
and we were the only Western family in the town. In two of the four schools, however,
there were foreign or 'half-foreign' (one parent Japanese, one parent not) students. At -
there were two Chinese brothers and one Korean (possibly more). At one of the
village schools, there was a student whose mother was Japanese and father was
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American. Four students out of 1600, though, hardly constitutes a cosmopolitan
community. In the following chapters, most of the quotes and discussion come from
data collected at - 4. Where relevant, however, data from the other schools are
included.
To turn to the question of who provided the data, I prefer not to use the terms 'subjects'
or 'informants'. The reason is that such terms relegate the people involved in the
research to a role in my study. The terms also suggest a relationship of power in which
the researcher has control over the people involved. This was not the case in my
experience, and I did not want it to be the case. As Spindler (1982: 490) notes:
Too often social scientists have assumed (though usually unintentionally)
a superior stance in relation to their "subjects". In ethnography, people
are not subjects; they are experts on what the ethnographer wants to find
out about and accordingly are treated with great respect and always in
good faith.
I doubt whether a single person of the many who provided data saw him/herself as a
'subject' or 'informant' in relation to me or to my research. On the contrary, although
they knew I was doing the research, it was largely irrelevant to their busy lives as
teachers, students, PTA members and parents. As far as the research was concerned, the
most accurate term to describe my status is probably what Walford (1991: 93) labels "an
insignificant other". When teachers, students and parents willingly gave me their time,
comments and opinions, it was usually as experts explaining to a novice of the Japanese
education system, not as subjects or informants of a particular research project.
6.3 Data-coHecting techniques
In this section, I will address the following question:
What techniques were used to collect data from the schools? Why and how were
they used?
The first element is participant observation. Taft (1988: 59) defines the role of
participant observation within ethnography in the following way:
The investigators' involvement in the normal activities of the group may
be treated as a case of partial acculturation in which they acquire an
insider's knowledge of the group through their direct experience of it.
These experiences provide them with tacit knowledge which helps them
to understand the significance to group members of their own behaviour
and that of others and enables them to integrate their observations about
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that behaviour with information obtained from other sources such as
interviews with informants and documentary material.
The scale and degree of acculturation and insider knowledge which can be obtained is
dependent on the situation, as Patton (1987: 76) observes. Full participation, or the
position of 'participant insider' was impossible for me to achieve. For obvious reasons, I
could not be a full participant as a student. Neither was I a full 'insider' as a teacher. As
I taught in four schools, I was seen as part-time in every school, a position which
immediately distinguished me from other teachers. In addition, I had none of the
multifarious club, committee and homeroom responsibilities of the other teachers, a fact
which left me with a comparatively light workload and a sense of not being a 'proper'
teacher. Finally, I was the only non-Japanese member of staff in all the schools. I was
marginal. On the other hand, I was an insider in the sense that I had a position and role
in each school, symbolised by my own desk in each staifroom and shoe locker in the
staff entrance. My presence was considered natural, and I was expected or invited to
participate in school events, school trips, assemblies and other aspects of daily school
life, as well as staff meetings, staff parties and so on. On the continuum of participation.
my position could best be described as 'participant outside? - my participation in the life
of the school was expected and considered natural, but never as a full insider. In this
role of participant outsider, I watched, listened and asked questions, attended meetings
and assemblies, made observation notes, observed and taped classes in various subjects,
taught English and generally spent two years being in Japanese junior high schools.
In addition to participant observation, I used interviews to collect data. As Fetterman
(1989: 50) asserts:
' Ethnographers use interviews to help classif' and organize an
individual's perception of reality.
Interviews are commonly divided into the three subsets of structured (or formal), semi-
structured, or unstructured (informal), depending on the rigidity of their format and the
degree of pre-decision of the questions to be asked. I did not use any structured or semi-
structured interviews. The reason for this was that, as Berg (1995) observes:
the research interview is not a natural communication interaction.
The level of artificiality imposed on a relationship by the use of formal interviews did
not seem appropriate in the situation in which I was working. I felt that the use of
formal interviews would push teachers and students into the role of 'subjects' of my
research project, and would threaten the relationship I had with them. For these reasons,
I chose to use informal interviews, which took the form of conversations. Through
these interviews, I was able to clarify events which I had observed but not fully
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understood, or gain alternative opinions and interpretations of issues which were
relevant to school life. In practice, the distinction between interview and conversation
was a blurred one, as the two often merged in interaction. My definition of an interview
is that it brings up and answers questions which are relevant to the research. To quote
Fetterman (1989: 49):
• .informal interviewing feels like natural dialogue but answers the
fleidworker's often unasked questions.
A further technique used to collect data, particularly from students, was questionnaires.
These questionnaires were very important for exploring students' opinions and thoughts
on topics which did not feature prominently in observable school life, for example,
national and international identity. Although students are not accustomed to being
interviewed by teachers or others, they are used to being asked to fill out various
questionnaires in their everyday school life. This method of collecting data, as a result,
was not artificial or strange to the students. In accordance with normal practice in the
schools, however, I did not impose a long, time-consuming questionnaire on the
students. Instead, I asked students to fill in 'mini-questionnaires' on several occasions
throughout the two years. These mini-questionnaires aimed to discover students'
thoughts and opinions on one or two questions, and were usually completed within ten
to fifteen minutes. The format of the questionnaires was mainly open, encouraging
students to express their own ideas in their own terms.
The fourth main technique of collecting data was through documents. As Fetterman
(1989: 69) notes:
In literate societies, written documents are one of the most valuable and
timesaving forms of data collection.
This was certainly true in my experience. The volume of printed material circulated in
schools is enormous. Furthermore, this material is comprehensive and detailed. It
ranges from school policies to weekly aims, from yearly teaching schedules to
individual lesson plans, from student guidance committee policies to accounts of student
misdemeanours, from plans for school trips to student accounts of those trips, from
statistics to teacher gossip, and so on. Simply by filing all the bits of paper that were put
on my desk each day, I found that I had a rich fund of information on many aspects of
school life in which I was not directly involved. In addition, student essays and work
provided a further rich source of data to be used in conjunction with the other
techniques.
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All the techniques described above - participant observation, interviews, questionnaires
and documents - were used simultaneously and complementarily. Retrospectively, I am
sure that I could have collected better data, and collected them in better ways. I could
have carried out more focused interviews, better informed observation, better designed
questionnaires and so on. My data collection techniques, and the data I collected, are
certainly not perfect. If I could start again now, I am sure that the study would be
improved. Nevertheless, I think that the data I collected provide sufficient breadth and
depth upon which to base an informed analysis of certain aspects of Japanese junior
high school life.
6.4 Field relations, language and reflexivity
In this section, the following questions will be discussed:
how important were relations with other people involved in the research, and what
kind of relations existed?
• to what extent did Japanese language skills affect the research and the data
collected?
what is the significance of reflexivity?
The nature of an ethnographic approach to research means that personal relations with
the people involved in the research are undeniably important. As mentioned earlier, I
took the dual roles of teacher and researcher in the schools, and this had implications for
field relations. It was natural that all teachers in the school saw me primarily as an
English teacher. After all, that was what I had been brought to the schools to do and
that was what I was being paid to do. In this respect, professional relations as a
colleague prevailed although, for the reasons stated in the last section, I was always
marginal to the groups and cliques of the staffroom. I never encountered any hostility or
reticence from teachers. On the contrary, I was impressed by most teachers' friendliness
and willingness to talk to me and let me observe their classes. At the same time, I think
that most teachers did not really understand why I wanted to observe their classes, often
telling me that I was welcome, but apologising that they were not doing anything special
and the class would be boring to watch.
Overall, then, I was fortunate enough to have amicable relations with most teachers, and
hostile relations with none. Some of the most valuable data, however, came from
teachers with whom I developed closer relations. These were often teachers with whom
I shared 'non-school' commonalties. Coincidental facts such as our children being in the
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same class at nursery gave us common interests, which led to friendly relationships
beyond pure colleague level, and consequently to greater trust and more talking about a
wider range of topics. In general, such 'extra-colleagual' relationships were developed
mainly with women teachers. Although I was, perhaps, given more leeway than my
Japanese colleagues by virtue of my foreignness, I was still subject to the major gender
and age restrictions, and access to the men's groups, beyond that of a colleague, would
not have been possible. Similarly, it was not appropriate for me, as one of the younger,
junior members of staff, to go and chat to the principal. Subsequently, I have little idea
of his personal opinions beyond what was said, written and circulated to all the teachers.
The relationships I managed to establish with students were not as close as I would have
liked them to have been. Circulating four schools, and teaching every pupil in every
school, I would meet over 1600 students every month, and would teach each of them
only once a month at the most. I did not even know all their names, let alone their
personalities, their opinions and their ways of thinking. Although I was familiar to them,
many students were, unfortunately, unknown to me beyond a face. The exceptions were
the students who I got to know through connections outside school, the students who
would come round to our apartment to play with our children, the students who would
stop me in town to try out their English, and the students who stood out in class as
different from the others. I tried to bridge the distance between me and the majority of
students through close observation of one class, questionnaires, collection of student
work, class newsletters and so on, in addition to my own teaching and other interactions
with classes and individual students and involvement in the community. Nevertheless,
the situation I was in meant that I could not get to know the students as well as all the
teachers knew them, and this is one area which I would try to improve in the study if I
could do it again.
Closely related to and affecting field relations are language skills. Agar's (1980: 101)
reflection on the issue of language skills as treated in the ethnographic literature is still
pertinent:
Many authors emphasize the importance of language competence in
ethnography, and they also note the new problems that are introduced
when one must rely on an interpreter. Yet the literature is eerily quiet on
the subject. I get the image of nervous ethnographers who are far from
fluent trying not to bring the subject up.
Nine years later, the subject is still muffled, with Fetterman's (1989: 18) guide to
ethnography mentioning only that:
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The ethnographer begins with a survey period to begin the basics: the
native language, the kinship ties, census information, historical data, and
the basic structure and function of the culture under study for the months
to come.
Here, the native language is relegated to the survey period, which is a preliminary stage
of Fetterman's suggested six months to two years in the field. The implication is that the
native language can be mastered to a level sufficient to do research in that language
within several months. This seems unrealistic. In my case, I had gatecrashed Japanese
classes at Durham University for a year before beginning the PhD, and had learned a
foundation of grammar, vocabulary and kanji. Yet, when I first arrived in Japan, I was
struck only by my inability to fathom what was happening around me. Throughout my
time in Japan, I continued intensive study of the language, using elementary school
textbooks and workbooks to develop reading and writing skills, and all opportunities to
listen and speak. In spite of this intensive study, my Japanese language skills were
extremely limited for the first six months of the research, and during this period I relied
heavily on English-speaking teachers to translate and explain things for me. As my
linguistic and cultural abilities improved, I became able to develop independent
relationships with non-English speaking colleagues and students, and to understand
more of what was happening in the school. This point, however, did not mark the end
of my period of language study, and I would argue against the suggestion that language
study is limited to the initial stage of fieldwork. Five years after starting to study
Japanese, I am still learning. Moreover, I am constantly rediscovering that refinement
of intertwined linguistic and cultural skills leads to refinement of my understanding of
what is going on in Japanese schools. Language competence, and its implications for
the research, extend far beyond an initial area of study in the preliminary phase of the
fieldwork.
In the final part of this section, I would like to turn to the issue of reflexivity. Ball
(1988: 509) describes the basic issue of reflexivity in fieldwork based on participant
observation:
.the participant observer's social relationships in "the field" are the basis
for the collection and elicitation of data... The use of participant
observation methods thus requires any researcher to take account of a
whole range of social problems including confrontation with oneself as a
research instrument. This personal dimension demands an awareness by
researchers of the ways in which they are perceived by the researched.
In this sense, reflexivity is the making explicit and objectifying of the researcher's
effects on the research setting and process. Hammersley (1984: 41) supports this
definition, but adds a further two elements to his interpretation of reflexivity, arguing
the need for:
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• recognition that the researcher always has some impact on the setting
he or she is studying, that the selectivity necessarily involved in research
activity will shape the data and findings, and that researchers are by no
means immune to the effects of interests and values. These three features
open up research to a wide range of potential threats to validity, from
reactivity of one kind or another to bias on the part of the researcher in
interpreting the data. In this light the function of a reflexive account is to
indicate the nature and likelihood of such threats, as well as outlining
what has been and could be done to deal with them.
Again, reflexivity is portrayed as the ability to make explicit, objectify and neutralise the
effects of the researcher on the research setting and on the collection, analysis and
interpretation of data. According to this definition, being reflexive would involve
consideration of my various roles in relation to the research setting. For example, I have
already covered some of the implications of my position as a foreigner in a Japanese
school, and of perceptions of my role as a teacher rather than a researcher. Likewise, I
was constantly aware of the duality of my position as an agent of internationalisation in
the school (and my belief in the value of internationalisation), and a student of the same
phenomenon. In this respect, I was always conscious of the fact that social relationships
in the school actually created data, and that many of the data I collected were influenced
by my perceived role and position in the school.
On the surface level, then, I was conscientiously reflexive throughout the research
process. However, there are several points relating to reflexivity which remain
unresolved in my mind. The first is that the ethnographic literature only mentions the
effects of the researcher on the research setting and data collected. I found the opposite
direction, the effects of the research setting on me, equally significant. Through living
and working in a Japanese school for two years, my own ways of seemg and flunking,
acting and speaking changed, and this undoubtedly had an effect on the collection,
analysis and interpretation of data. The second point relates to objectivity. I can be
reflexive only to the extent that I can objectify myself as "a research instrument".
Reflexivity is the identification and objectification of subjectivity. I can be partially
reflexive in my construction of students'! Monbusho's constructions of the junior high
school student's notions of self in the world. I can see that my selection of data, analysis,
interpretations and writing are influenced by the fact that I am a Westerner, by the fact
that I am in Japan for the purpose of intemationalisation and so on. Yet that is only the
outward layer of reflexivity. Beneath that laer. there are many other layers of
experiences, attitudes and thoughts that have influenced the doing and writing of this
PhD. I cannot objectify or be reflexive about all these ways of feeling, thinking, seeing
and acting, yet they directly affect the fieIdork and the writing of the thesis. I did keep
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diaries in an attempt to be reflexive about the fieldwork. Unfortunately, my life was not
neatly compartmentalised into 'fieldwork' and 'other', and so many of the things which
changed my way of thinking about the topic of research were not directly connected to
the research, and so went unrecorded. Furthermore, as von Glasersfeld (1995: 2) points
out:
• . .we cannot reconstruct the past exactly as it was, because we cannot
avoid framing and understanding our recollections in terms of the
concepts we have at present.
Reflexivity in terms of objectifying the self as a research instrument, then, is only useful
at a surface level. Research instruments do not usually change their values and ways of
being in the course of the research, neither are they changed by the research setting.
Research instruments are constant over time: I was not. I tried to be reflexive, but it was
much more difficult than it first appeared and, as I was more interested in analysis of the
data than self-analysis, I think I failed at anything more than surface level.
6.5 Data-recording, analysis and writing
This section will cover the following questions:
• What data were recorded and in what forms?
• How and when were data analysed?
• What was the relation of data collection, analysis and theory?
• What issues arose in the writing of the thesis?
The sections of recording, analysis and writing will be treated separately, but they
actually overlapped to a great extent.
Data were recorded in a number of forms, corresponding to the methods of collection.
Observation notes were made throughout the two years. Informal intrviews, as stated
in the last section, usually took the form of conversations, and were rarely tape-recorded,
but quotes and notes from the interviews were made in observation notebooks. Tape-
recordings of classes were supplemented by notes made during the classes.
Questionnaires and documents were filed. Just as important as what and how data were
recorded is the issue of what was not recorded. Naturally, only a tiny fraction of the
data which could have been recorded actually was recorded. The selectivity of certain
data, and the subsequent ignoring of all the rest, is governed by a multitude of factors.
I-Iammersley's (1984: 53) comment reflects my own opinion:
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I may well have not recognized things which were actually very relevant
or very useful indicators, and my conception of what was relevant may
have changed over the course of the fieldwork.
Linguistic and cultural limitations, lack of access, and simply not being in the right
place at the right time all meant that I probably missed a lot of data which could have
shaped the study in different ways. This is one form of unrecorded data. Another form
of unrecorded data is the implicit data which is never made explicit by being recorded.
In part, this is due to the "partial acculturation" of the researcher described by Taft
(1988: 59; see section 6.3 for full quote). Events and words begin to seem natural,
habitual and not significant enough to record. I certainly fell prey to this tendency, as is
evident in the fact that my most useful and most detailed observation notes are those
made when I first arrived in Japan, and those made on returning to school after a break
of three months maternity leave. Although the recorded data in the other months were
less useful, I was still very much immersed in school life at those times, and was
constantly improving my understanding of aspects of the school, relations with and
empathy for teachers and students, and my implicit, 'common knowledge' of what was
going on around me. This implicit knowledge was essential as a means of analysing and
interpreting the recorded data. As Okely (1994: 32) remarks:
Insights emerge also from the subconscious and from bodily memories,
never penned on paper.
Implicit knowledge and recorded data formed the basis and means for data analysis and
interpretation. The basic principle underpinning the process of analysis and
interpretation was grounded theory, as formulated by Glaser & Strauss (1967: 6):
Generating a theory from data means that most hypotheses and concepts
not only come from the data, but are systematically worked out in
relation to the data during the course of the research.
Despite the advantage of arriving in Japan and Japanese schools relatively unburdened
by hypotheses and preconceived ideas of Japanese education, I cannot claim to have
used pure grounded theory. Although I did embryonically analyse data as I collected it,
and although this analysis did feed back into the data collection process, I cannot say
honestly that I generated and systematically worked out a theory in relation to the data
during the course of the research. In the school, I periodically reviewed and wrote
summaries of my observation notes and other data, and used these to develop questions
and identify points which needed further clarification. I could then go back to teachers,
students and documents in a search for explanation. However, my attempts to pursue a
route of pure grounded theory were sabotaged by my tendency towards what
Hammersley (1984: 56) calls "dredging" - the tendency to collect all data available on a
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particular theme while in the field, rather than shaping data collection through
theoretical sampling. The result was that the bulk of analysis and theory formulation,
although it was generated directly from data, took place after leaving the school and
returning to the UK.
After leaving Japan, I used progressive focusing in the sense described by Hammersley
& Atkinson (1983: 175):
Progressive focusing may also involve a gradual shift from a concern
with describing social events and processes to developing and testing
explanation.
In Japan, during the fieldwork, I had been primarily concerned with understanding and
describing events, situations and people. Physical detachment from the fieldwork site
and a space to reflect allowed me to begin to try to explain and interpret those
descriptions. The first step to coherence was reimmersion in the data and the generation
of inductive categories. Important in this process were principles of ethnosemantics,
and Agar's (1991) idea of 'rich points' helped to structure the generation of emic
categories. The entire process of analysis was characterised by backtracking and the
tracing of concepts up and down hierarchies. Categories emerging from the data were
linked together to form groups. The relationships between these groups of categories
suggested theories, which were tentatively developed. A process of backtracking
followed, where the provisional theories were followed back down through the
hierarchy of categories to be tested in the data. In this process, some theories were
abandoned, while others were modified and retested. The links which emerged between
various categories and theories led to several different approaches to the data in the
course of the analysis. One of the early approaches was to differentiate between the
various people involved in the research, and to give a student perspective, a teacher
perspective and a national (Monbusho) perspective on themes of self and national and
international identity. This perspective later gave way to a focus on interpretations of
self in the various environments inhabited by the student - class and school, local
community, nation and world. Later still, both these earlier approaches were subsumed
into the present format of the various concepts of self.
During the process of analysis, issues of reliability and validity came to the fore.
Reliability is the requirement for consistency of data independent of the researcher and
the time of collection. Essentially, reliability is hat Walford (1991: 2) describes as
"the abstraction of the researcher from the process of research. The very nature of
qualitative research makes such abstraction virtually impossible, and reliability is
1 O
Chapter 6	 Methodology
generally eschewed in favour of reflexivity. Validity is an important issue, described by
McCormick & James (1988: 188) as follows:
• . .researchers are expected to demonstrate that the observations they
actually record and analyse, match what they purport to be recording and
analysing.
To maximise the validity of the process of analysis, I used triangulation and validation.
Triangulation, the comparison of different data relating to a common point, took various
forms. Triangulation of methods involved comparison of the same event or episode
from data collected through observation, interviews, questionnaires and documents.
Triangulation of sources looked at the same event or episode from the perspective of
different people - students, different teachers, school policy, national policy and so on.
Information from sources outside school (e.g. media) added further perspectives to this
form of triangulation. Triangulation of sites was also used. Although most of the data
were collected at - 4 , data from other schools were used to validate or refute these
data. Finally, data collected at various points of the school year were triangulated, as
each school term has its own characteristics, and these affect school life to a
considerable extent. Another form of triangulation was respondent validation.
Hammersley & Atkinson (1983: 196) argue for the vital role of respondent validation in
the research process:
The value of respondent validation lies in the fact that participants
involved in the events documented in the data may have access to
additional knowledge of the context - of other relevant events, of
thoughts they had or decisions they made at the time, for example - that
is not available to the ethnographer. They may also be part of
information networks that are more powerful than those accessible to the
"I ethnographer. In addition, they have access to their own experience of
events, which may be of considerable importance. Such additional
evidence may materially alter the plausibility of different possible
interpretations of the data.
An incident which occurred at - E1 illustrates the practical application and importance
of respondent validation and triangulation in the data collection and analysis process.
The incident began with what Agar (1986: 24) labels an "occasioned breakdown". A
teacher suddenly dragged a student forcibly through the staffroom by the collar,
shouting at him and knocking things over. I was shocked, partly by the violence, but
even more by the fact that it was this particular teacher, and such behaviour seemed
uncharacteristic (01: 73). Left at this stage, the incident would have been put down to
an example of violence in the school. Applying the principles of respondent validation,
however, I asked several of the teachers who had witnessed the incident about it. It
emerged that the boy had admitted to shoplifting, and the teacher (who was his
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homeroom teacher) felt betrayed. Triangulation of related documents, observation of
staff meetings and conversations with other teachers verified the details and
interpretation of the incident, and resolution was achieved. As Agar (1986: 31) notes,
however, real fieldwork is not so easy or linear, and this incident led to various
derivative breakdowns, leading to further cycles of data collection, triangulation and
validation of issues such as the teacher-student relationship and the responsibility of the
school for students' out-of-school behaviour and actions. Although this incident led to
more questions than answers, it is illustrative of the importance of triangulation and
respondent validation in preventing researcher-imposed, simplistic interpretations of
particular incidents and situations.
So far, data collection and analysis have been treated separately, but some account of the
relation between them, theory and the existing literature is essential. As described
earlier, I began the fieldwork largely ignorant of the existing literature related to the
research. The main disadvantage of this situation was the obvious "waste of time"
factor. On several occasions, I spent a long time and much effort puzzling things out
and eventually coming to an explanation for why certain things were the way they were,
only to find a very similar, concise interpretation or explanation in an article or book.
In spite of this tendency, especially in the early stages, to 'reinvent the wheel', the
simultaneity of data collection and analysis and familiarity with the literature and
existing theory was, in general, profitable. The main advantage of this position was
that it was easier to develop theory from data. By the time I began reading the existing
literature intensively, I was already immersed in the data. These circumstances meant
that, from the beginning, I was reading theories in relation to real data rather than
reading data in relation to the theories. Finding an interesting theory in the literature
which seemed relevant to the research situation, I could immediately try it out to see
whether and how it fitted in to the reality of the data. This was the case with some of
the theories of national and international identity, and theories of primary and secondary
control. More often, however, the data categories and links between them would build
up into an inductive theory. I would then search the existing literature to try to validate
or compare this theory with existing theories. This was the case with the concept of
three aspects of self (see chapter 8). These three aspects were developed independently
through data analysis and interpretation. Subsequent reading revealed that they
corresponded closely to Lebra's (1992: 105) three dimensions of self, and so Lebra's
terms of "interactional", "inner" and "boundless" are used in discussion. Other theories
developed from the data, such as the theory that Japanese students extend concepts of
self in the immediate environment to concepts of self in the world, do not appear in the
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literature, and are presented as original theories. In all cases, however, the following
two statements guided the relationship of data collection and analysis, theory generation
and the existing literature. The first is by Patton (1987: 158)
The cardinal principle of qualitative analysis is that causal and
theoretical statements be clearly emergent from and grounded infield
observations. The theory emerges from the data; it is not imposed on the
data. (emphasis in original)
The second is from Glaser & Strauss (1967: 6):
...the source of certain ideas, or even "models" can come from sources
other than the data. (emphasis in original)
Several issues also arose relating to the writing of the data chapters of the thesis.
Clifford (1986: 2) asserts the centrality of the process of writing texts in qualitative
research:
No longer a marginal, or occulted, dimension, writing has emerged as
central to what anthropologists do both in the field and thereafter. The
fact that it has not until recently been portrayed or seriously discussed
reflects the persistence of an ideology claiming transparency of
representation and immediacy of experience. Writing reduced to
method: keeping good field notes, making accurate maps, "writing up"
results.
The actual process of writing, throughout the research, led me to the realisation that
writing extends far beyond method and the transmission of a transparent representation
and immediate experience. Among the many issues which arose in the research I
undertook, I would like to present three which remain unresolved. The first relates to
representation and is the issue of the choice of content. Obviously, only a small fraction
of the material actually collected and analysed could be included in the writing.
Ultimately, material which related to the focus on concepts of self in the immediate and
wider world was included in preference to other material. While this narrowing of focus
is deliberate and inevitable, it does lead to over- and under-representation. To illustrate,
for most students, high school entrance exams and the character of their homeroom
teacher (both examples of topics which are virtually ignored in the writing of the data
chapters) are of far greater concern than contribution to world society or self-awareness
as a Japanese person. The process and product of writing, in this sense, give a distorted
image of the reality of students' everyday lives and concerns. This point is made by
Wolcott (1990: 57):
In whatever transformation researchers make of their data, what has been
observed of everyday life is recast into an account that sacrifices most of
that data in order to feature some data with untoward attention.
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The second issue, which relates directly to the point made above about transparency of
representation and immediacy of experience, concerns levels of abstraction. The
balance of description, analysis and explication of theory in writing the data chapters
was difficult to maintain. During the fieldwork, I did not have any sense of authority
over the people involved in the research, and I did not want to impose such authority
through the writing. For this reason, I wanted to give voice to the many people involved,
and interfere as little as possible with their descriptions and interpretations of the world.
At the same time, I wanted to make sense of all the data and various descriptions, and
this led me to devote a significant proportion of the writing to theory-development and
interpretations. In doing this, there was always a nagging concern that, by abstracting
too far along the hierarchies of categories, I would lose sight of the reality of individual
students' thoughts and ideas.
The third issue which remains problematic is that of generalisation. The data consist of
fragments of the voices of over a thousand individual people. In the writing, the
individual is subjugated to his/her role as student or teacher. Individuality still shines
through, and I have made a conscious effort to represent a range of views and
interpretations wherever possible, but the tendency to use terms such as "many students"
or "the teachers" denies the individual self that was at the heart of the study. The danger
is that this may lead to the impression that the individual student or teacher is
insignificant. This is not true. Every one of the students and teachers who appears in
the data chapters is included as an individual, not merely as a role. In the process of
writing, however, I could not help but generalise and categorise the thousand plus
individuals who contributed to the study.
A slightly different, but connected, issue arises in the presentation of concepts as
"Monbusho views" or "school aims". The Monbusho guidelines, although presented as
a unified whole, were actually written by various committees, made up of many
individuals with different backgrounds and opinions. Between the various subject
guidelines, it is actually possible to see differences of interpretation and opinion on
issues of national identity and internationalisation, and these contradictions to the
general policy are highlighted in the data chapters where relevant, even though they are
usually minor. However, the guidelines were published by Monbusho as a unified body,
and are accepted as such. The same applies to documents and so on published by the
school which purport to represent the school. Although such documents are actually
written by individual teachers, they are intentionally presented as the policy, views etc.
of the school, and are thus generalised as such in the text.
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These three issues - choice of content, abstraction and generalisation - were only several
of many which had to be dealt with in the process of writing. I have chosen to focus on
them here because they are the three issues which remain problematic in my mind and in
my writing. They are highlighted in order to draw the reader's attention to them as
unresolved areas in the writing process.
6.6 Ethical issues
Of the various ethical issues which arise during the process of research, the following
were particularly significant or problematic in this study:
informed consent
• confidentiality and trust
•	 reciprocity
Informed consent is defined by Berg (1995: 212) in this way:
Informed consent means the knowing consent of individuals to
participate as an exercise of their choice, free from any element of fraud,
deceit, duress, or similar unfair inducement or manipulation.
According to this definition, informed consent was unproblematic in the study. I gained
permission from all relevant authorities to do the research, the principal of -. rJ told all
the teachers at a staff meeting formally that I was doing research in the school, and I
freely spoke to teachers about what I was doing. Likewise, when I observed classes,
students were informed that I was doing research and was interested in finding out more
about what they did in subjects other than English. I certainly did not manipulate
anyone, put anyone under duress or deliberately deceive anybody. The term
"deliberately" is added because, in its most thorough sense, I do not think I ensured (or
could ensure) informed consent. Burgess' (1989: 65) statement mirrors my own opinion
accurately:
Certainly, in my study teachers had been informed that research was
taking place but it was not possible to specify exactly what data would be
collected or how it would be used. In this respect, it could be argued that
individuals were not fully informed, consent had not been obtained and
privacy was violated.
This was what happened in my research. My explanations of the research were usually
limited to the rather vague statement that I was studying internationalisation in Japanese
junior high schools, but I did not know exactly what data would be relevant to this
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theme or how I would use the data. The explanation I gave was not untrue, and I did not
withhold any information deliberately, but the consent I had from teachers and students
was not fully informed. A further two dimensions of this issue are introduced by
Bridges (1989: 78):
First, that the version of the truth which we communicate is partly
communicated for us by a situation or setting which may speak in terms
other than those which we might choose - and we cannot always control
this. Secondly, that the truth which we are able to tell is partly
constrained by what our audience is able to hear or to understand.
In my case, the fact that I was a teacher in the school overshadowed and obviously
affected the fact that I was doing research. One aspect of informed consent which
remained problematic was this convergence of roles in a single setting. When I asked
students to fill in questionnaires, for example, I tried to explain that the questionnaires
were for my research and, although I would be grateful if students would complete them,
they did not have to. However, the setting of the classroom, with me there as their
teacher, was probably more influential than my words. In such cases, students are not
really in a position to withhold their consent, and the official gaining of consent seems
to be little more than a token gesture.
The ethical issues of confidentiality and trust were equally significant in the study.
Fetterman (1989: 132) asserts the importance of trust simply:
Ethnographers need the trust of the people they work with to complete
their task.
Trust is the basis of human relationships with people involved in the research, and those
relationships are essential to the development and completion of the study. Trust leads
to its own ethical minefield, however. It is unlikely that people were always aware of
my role as a researcher when speaking to me, and some things they said were
undoubtedly intended to be heard as private opinions rather than to be made public
knowledge. At the same time, it would have imposed a strain on the relationship for me
to start asking, "Excuse me, but did you say what you just said as a friend, or can I use it
for my study?". As far as possible, then, I used my own judgement, and did not record
any comments which were obviously intended as private information. The basic
principle of not causing any harm to or betraying the trust of the people I was involved
with guided this judgement.
In addition, I considered it my responsibility to assure confidentiality. This issue was
never raised by anyone in the school, but I thought it necessary, particularly in the light
of my doubts over informed consent. Three types of confidentiality were assured in the
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writing of the thesis. The first is the confidentiality of people. The two most common
ways of assuring this in qualitative research are through anonymity and the use of
pseudonyms. In the final written account, anonymity is assured through the replacement
of names by initials or by roles (e.g. a student). Delamont (1984: 31) advocates the use
of pseudonyms throughout the research process, but I did not do this. Firstly, to give
pseudonyms to 60+ teachers and 1600 students at the beginning of the research, when I
was still struggling to learn their real names, was just not feasible. Secondly, documents
collected in school are replete with real names, and it seemed futile to give pseudonyms
in part of the data with no move to hide real names in another part. In all my
observation notes, as a result, there is no attempt to change names or hide identities.
Questionnaires could have been completed anonymously, and I did try to make them
anonymous at first. Ingrained habits die hard, though, and students seemed
uncomfortable with the idea of anonymity and wrote their names even when told not to.
I later realised that anonymity was rare in the school, and one questionnaire which asked
students to name bullies and classmates who broke school rules etc. led to criticism by
teachers precisely because it was anonymous. For this reason, subsequent questionnaires
are also named. Confidentiality of people in the data was impractical, then, but
confidentiality in the thesis has been strictly observed.
The second type of confidentiality is the confidentiality of location, and exactly the
same principles apply. It was impossible to assure confidentiality in the data, as
documents have no reason to hide the identity and location of the school. In the final
written account, however, all references to the names and locations of the schools are
erased to protect their confidentiality. The third type of confidentiality is the
confidentiality of information. I never quote from documents which were marked
"confidential", although I might use information gained from them to triangulate or
inform discussion of related issues. Likewise, I never quote things which people told
me in confidence, although these things may alter my perspective on related themes. I
hope that, through assuring these three types of confidentiality in the thesis, I have
managed not to breach the relationship of trust with teachers or students.
Another ethical issue which concerned me was the issue of reciprocity. Fetterman
(1989: 134) raises the issue in the following way:
Ethnographers use a great deal of people's time, and they owe something
in return.
I did not feel parasitical in the school as my primary function there was to teach English.
In that sense, I was giving as well as taking. Similarly, my family and I were involved
in town and community life, fulfilling our roles as agents of internationalisation. When
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the two roles of teacher and researcher are separated, however, doubts about how
reciprocal the relationship was begin to emerge. I took a huge amount of data, and I
gave back very little information. In fact, it is only since returning to Japan after a year
in the UK that I have started to reciprocate more directly, through dissemination of
research, after being invited to give talks on internationalisation to groups of teachers
and parents at various schools in the area. In terms of reciprocity of research, I am still
in debt to teachers and students at r4 and the other schools.
6.7 Summary
This chapter has been selective in that it focuses only on the techniques and issues of the
research process which were pertinent to my own study. As will be clear by this stage,
the process of actually doing fieldwork was far from perfect. I tried hard to make the
study methodologically sound, but there are several points of the research which cast
doubt on the degree of success of this attempt. I have highlighted these points in this
chapter in order to make them explicit, so that they can be taken into account in the
reading of the following data chapters. Being reflexive about these potential flaws does
not actually make them disappear, but as Walford (1991: 2) points out, in a discussion
of literature on the methodology of educational research:
The social dimension of research is omitted and the process is presented
as a cold analytic practice where any novice researcher can follow set
recipes and obtain predetermined results.
As a novice researcher, I became intensely aware that the social dimension was
generally far more powerful than the set recipes of the methodology books, and I
acknowledge that this study has flaws and limitations. Nevertheless, I hope that the
analysis and text resulting from my two years fieldwork in Japan will be considered
valid enough to have some significance as a contribution to knowledge in the field of
the development of identities in Japanese education.
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7.1 Creating human beings
In Chapter 3, Japanese views of self and identity in the world were examined. One
theme which was drawn out was the theme of this-woridness, which appears in Shinto,
Buddhist and Confucian thought. Existence is centred on this world and on this human
life. It follows that the ideal self is centred on A lEill (ningen). Dictionary definitions of
the term A P (ningen) include a human being, humankind, character or nature. As there
is no English equivalent which covers the whole range of meaning, the Japanese term
will be used.
Ningen does not just exist. It has to be constructed and developed, and the junior high
school plays a vital role in this process. Monbusho stresses that one of the key roles of
educators is to develop this ningen in junior high school students. For example,
(Monbusho, 1 989a:29) states that:
(Elementary and middle education are the place where the foundations of
development as a human, which will last a lifetime, are cultivated...)
The school's role in developing ningen is more explicitly detailed later in the same
document (tl', Monbusho, 1989a:104):
'Ai-cu '<h.
-cI '< j-
(The home and the community have an important role in the desirable
development of students as humans. Therefore, it is important that the
school actively works on the home and community, and deepens mutual
co-operation with them, so that each party can demonstrate its
educational function to the fill.)
Here, the school seems to be the key environment for the development of students as
ningen, and it is the school's responsibility to 'work on' parents and community, advising
them on how to guide their children. This is a point which will be taken up again in
section 10.1. For the time being, it is sufficient to say that the development of students
as ningen is an explicit concern of Monbusho, and is considered to be a function of
junior high school education.
Discussion of the macro-theme of A1FJ (ningen keisei: lit, the formation of ningen)
is largely restricted to discussion of principles in Monbusho documents. The next step
down in the ladder towards the immediacy of school and student life are the subject
curriculum documents and the textbooks. These are relatively unblemished reflections
of Monbusho policy. The subject curriculum documents, written by Monbusho, outline
112
Chapter 7
	
The ideal self
in fine detail the principles and practice of teaching each subject. The textbooks have to
be approved by Monbusho before they can be used in schools. At this level, then, the
focus turns away from the principle of ningen keisel as an abstract principle and on to
ningen as an object of study. The first step is awareness of the self as a ningen. This is
illustrated in the Monbusho curriculum guidelines ('1 where the
section on teaching moral education advises the following (tl3', Monbusho, 1989b:
132):
kr
c
(In teaching moral education classes, it should be kept in mind that
every item of the content should relate to self-awareness of one's way of
living as a human being.)
Once students are aware of their own existence as human beings, they should be
encouraged to reflect on what it means to be a human being leading a human life. In the
same document, Monbusho gives a list of requirements for resources used in teaching
Japanese. One item on the list (f', Monbusho, 1989b: 21) is:
IU<
(Things which will deepen thought about human life, cultivate a rich
human nature and foster the will to live vigorously.)
The following example illustrates how this guideline is carried through from Monbusho
policy to the students. In the second year Japanese textbook, the aim of the final chapter
is this (Y'f[1, Mitsumura Tosho, 1996a: 255):
(To deepen one's own thoughts and to think about how to live as a
human.)
The chapter consists of a poem and two pieces of prose. The tasks at the end of the
chapter, which also serves as a summary of the year's work, include ( H LI ,
Milsumura Tosho, 1996a: 287) in the section for reading, the option to read:
{'c l AJili
	
IAJTh
	
/1i
(Poems in which the writer makes his/her ningen felt, or poems which
describe the way to live as a ningen.)
Likewise, the section on writing (ibid) includes the following option:
rA-c	 1-D1
(To study ningen and human life, and to portray them in poetry,
description of experience or story form.)
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In this manner, the route from Monbusho policy to student work is direct and explicit.
Ningen keisei means making students aware of their own status as human beings, and
making ningen the object of study in various subjects, most notably Japanese and moral
education.
Once junior high school students are aware of ningen and what it means to be human,
they can begin to develop as ningen. This is the next step of ningen /ceisei. This
development as ningen is done consciously at all levels, from Monbusho to students. At
the Monbusho level, the policy is explicit 	 Monbusho, 1989a: 23):
AL<I
(In the period of being a junior high school student, when interest in
issues relating to life heightens, it is of utmost importance to foster the
motivation to independently pursue a human way of living and the
attitude of trying to live as a better human being.)
At the student level, the principle of developing as a better human being is not as clearly
stated, but is still apparent. For example, one student writes:
'* :f	 'U/
(I think that doing club activities till now has made me stronger as a
ningen)(W3: 10)
And another student, also reflecting on club activities, writes:
Lli% t	 t:<A1i 't't1	 i,	 1-D 1 o/rYQ)
-c	 ArM:t0
(I am still a bucket with many holes, but from now on I will fill up the
holes one by one, and I would like to become a stronger ningen.) (W3:
29)
Monbusho, students, textbooks and teachers share the preoccupation with ningen. Of
course, everybody is human. But there is a difference between being human and
becoming more human. Everybody has the potential to become more human, and so, in
theory, the ideal is attainable by everyone. The concept of humanness is also directly
relevant to identities in the world (see section 2.3). In the rest of this chapter, I will
examine what it means to become more human, or what the criteria of ideal self against
which ningen is measured are.
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7.2 The balanced self
The concern for the development of the whole child, or ningen, is manifested at all
levels of education.	 (Monbusho, 1989a: 4) states that:
(It goes without saying that school education should aim for the
harmonious development of the person, and should ensure the upbringing
of citizens who have healthy bodies, minds and hearts.)
For Monbusho, development of a balanced self is such a basic principle that it goes
without saying. At school level, too, this principle is foundational. At - 4, the
primary aim of the school, upon which all the other aims and policies were built, was:
••	
—Ac7i0
(The raising of richly human students who have harmony and unity of
mind, morals and body) (F2: 1,4)
This aim is reinforced through school activities across and outside the curriculum.
Study is one aspect of school, but there is much more to Japanese junior high school life,
as this year head teacher emphasises in a newsletter to students and their parents:
IIttct
A1	 00J5t4t]
Iiittt,c10	 iL't kr1:
(It is necessary also to tackle club activities, committee activities and
school events seriously. Physical strength, willpower, perseverance, co-
operative strength, consideration for others.., the things to be gained
from such activities are immeasurable. Through activities such as these,
students will grow greatly as humans. (Fl :37)
At all levels of education, then, the necessity to facilitate development of all aspects of
the student as a person is undisputed. The next question to ask is what exactly a A. i1
Lt JtQ) hti (harmoniously developed ningen) is and how it is developed
at junior high school. From the data, there seem to be six main aspects of self to be
developed, namely, mental, physical, moral, emotional, social and character, in the rest
of this section, each of these aspects will be taken and discussed in turn.
The mental self. Like schools anywhere in the world, one of the primary functions of
junior high schools in Japan is to facilitate the mental development of students.
Students spend five or six hours a day sitting in classes, complain about how much
homework they have to do and panic the week before tests. On the surface, there are
probably more similarities than striking differences between schools in Japan and the
UK. Delving a little deeper, however, unearths a contrasting attitude to mental
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development. Academic ability is de-emphasised in favour of attitude and application.
A letter from a teacher to parents and students exemplifies this idea:
-
AJ	 v-
(If you look at the destinations of the graduates of this school till now,
you will see that those who have wholeheartedly worked hard are
progressing on their own chosen course, regardless of whether they were
good or bad at studying. ) (Fl :37)
This de-emphasis of natural academic ability in Japanese schools has been well
documented elsewhere (see chapter 5). The implications for self are that the students
usually attribute success and failure in school to causes other than 'natural' intelligence.
This point will be taken up again later in this chapter and in chapter 8.
The physical self. The junior high school has a vital role in providing students with
opportunities to develop their physical strength and skills. This aspect of development
should not be restricted to the subject of { 1 (Health and P.E.), as '
(Monbusho, 1989a: 37) clearly states:
-t%
(The teaching of physical education is something which should be
carried out appropriately across all school activities. To be effective, it is
important that the understanding and co-operation of all teachers, not
only Health & P.E. teachers, should be gained.)
As one of the aspects of the developing human, physical development is the
responsibility of all teachers, not just the subject specialists. Neither is P.E. confined to
the domain of physical development. P.E. is considered to be closely linked to the
development of other aspects of the student's ningen, in particular, the development of
character. One of the aims of Health & P.E. as a subject is this:
\
(In carrying out each type of sport appropriately, to work for the
improvement of physical strength and to nurture a strong spirit as well as
a healthy body.) (ZIV', Monbusho, 1989b:76)
The ideas expressed by Monbusho are realised in the junior high school. There is a
preoccupation with the health of the students, demonstrated by a week of health checks
at the beginning of each school year (F2:18). At - ' 1, the student health committee's
activities included projects and surveys on bad teeth, AIDS and the incidence of colds
and flu among students. In all of these activities, the aIm was
U	 (to think about how to live healthily as a student of - '1)(F1:1,5).
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Other health checks include termly measurement of each student's height and weight.
One such check, reported in a health newsletter, found that, on average, all students had
grown taller since the previous term but all except the third year girls had lost weight.
The school nurse concludes that:
4	 U'
(The strict physical training since April can be thought of as the
cause)(F5 :2)
The physical training referred to here is not P.E. classes, but club activities. At -
every student belongs to a club, and 533 out of 597 belong to sports clubs. Daily
training after school and in the holidays is an essential part of the experience as a junior
high school student. For many students, this physical training is a substantial part of the
development of self, both physically and otherwise. The following two quotes are
echoed by many other students:
{'L-t.0
(Through baseball, my mind has become strong and my body has
become strong.)(W3 :7)
-W;!:j
(By doing club activities, I've become mentally and physically
strong.)(W3: 19)
Developing physically (in health and strength) is an integral part of becoming a balanced
person. As such, an understanding of the place of sports and physical activities in the
junior high school is essential for understanding of the development of the junior high
school student as a human being.
The moral self. Another aspect of ningen which assumes paramount importance at
junior high school is the self as a moral person. Like physical education, moral
education should not be restricted to specific classes, but should extend across and
beyond the curriculum. The Monbusho guidelines (Zli 1 989a: 31) state that:
-lIo
(Moral education should extend across all school activities. Moral
education classes are the foundation, but each subject and special
activities should provide appropriate guidance according to their
particular characteristics.)
A newsletter distributed to all schools and teachers reinforces this policy at prefectural
level:
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'
(There are many schools where efforts are being made to improve overall
planning of moral education and to develop many methods of teaching to
enrich moral education classes, but it is hoped that moral education
across the whole school will be even more strongly promoted.) (F9:1)
Like physical education, moral education is not seen as a discrete entity. As part of the
foundation of the human self, it is relevant to all curricular and extra-curricular activities.
Moreover, the aim of moral education is not an objective, knowledge-based aim of
teaching students about morals. On the contrary, the aims of moral education are to
develop and change each student as a person. This is an aim explicitly stated by
(Monbusho, 1989a:31):
•
CQ)
2L/
(To advance moral education, attention must be paid to planning the
deepening of students' self-awareness of the way of living as a ningen,
and the fostering through rich experiences of a deep-rooted inner
morality.)
The 'rich experiences' referred to here include reading material in various subjects. For
example, the Monbusho guidelines for Japanese recommend the selection of material
which will cultivate morality (I', 1989d: 2). Similarly, the principal of _rl:1
recommends, for moral education:
\i
(materials which deeply affect and impress the heart) (F3:13,2)
For many teachers, the responsibility for the moral development of students is a difficult
challenge. After teaching a moral education class which I observed, one teacher
reflected (07:20) that:
Of course, a moral spirit is very important and very necessary, but I
wonder if the school system can teach moral spirit. Moral spirit is by
doing...
The ideals, then, are that moral education should be fostered across and beyond the
curriculum, and that moral education should be closely linked to other aspects of the
development of self as a ningen. A deeply-rooted inner moral spirit should be
developed, but whether this is attainable or not within the context of the junior high
school is a point of doubt for some teachers. Meta-discussion by students of their own
moral development is rare, but evidence of how students think about particular aspects
of the moral education aims and content is plentiful and will be discussed in the
following chapters.
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The emotional self. As well as mental, physical and moral development of the self, the
school's remit includes the development of the emotional aspects of self. The
Monbusho guidelines are liberally sprinkled with references to the cultivation of a
7'iL (yutakana kokoro, a rich heart) and	 (yutakana shinjou, rich feelings).
For example, the aim for music
	
Monbusho, 1989b: 71) reads:
• •
	 -1*-c
(To foster feelings of love for and sensitivity to music, and to cultivate
rich sentiments.)
The aim for art is almost identical 	 Monbusho, 1989b: 79). As for foreign
languages, material used should be:
(Things which foster rich sentiments) 	 Monbusho, 1 989c: 90)
This concern with emotions is carried through into the textbooks. For example, most
chapters in the second year Japanese textbook require students to discuss or write about
the characters' feelings, or their own feelings after reading a particular piece of writing
[I , Mitsumura Tosho, 1 996a).
Students attach similar importance to (yutaka), or 'richness', although whether this
is directly due to Monbusho policies and the content of textbooks is difficult to ascertain.
One student writes in an essay:
The key of human life, I feel, is not material goods or wealth, but the
richness and generosity in people's hearts. (F7: 1,19)
Experiences which reach the emotional self are deliberately planned at junior high
school, as well as at other stages of education. One example which is common to all
junior high schools in Japan is the graduation ceremony. For Monbusho, the aim of the
graduation ceremony and other similar ceremonies is this:
'\
(To carry out the kind of activities which bring purposeful change and
order to school life, give a taste of renewed spirit through solemnity and
give motivation for the development of a new life.) (I', Monbusho,
1989b: 122)
At the school level, the emotional aims of the graduation ceremony are even more
heavily emphasised, as this document from - 4 shows:
—cT)
(To deepen consciousness of finishing compulsory education and making
a new departure, and to be deeply impressed in the solemnity which will
be a lifelong memory.) (F3:14,3)
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The ceremony itself is high in status as the most important ceremony of the year, and
follows weeks of practice by the students. The importance attached to the ceremony and
the engagement which results from constant repetition and practice of every part help to
ensure that the aims of the ceremony are fulfilled. The following is my account of the
graduation ceremony at r1 (03:61)
On the day, all the third year women teachers came dressed in kimono
and hakama. There was cleaning, and then the ceremony began from
9.3Oam. Most third year students' mothers and some fathers attended the
ceremony, dressed in best clothes. All the men wore white ties, like for a
wedding... The ceremony began with the entrance of the third years in
classes, headed by their teacher and heralded by the brass band. After
the opening speech, the national anthem and school song were sung.
Then each student was called in turn to receive their certificate from the
principal, bow to him, to the school and parents and to the teachers
before returning to their seats. Next came the speeches... Then there was
a 'sending off speech by the new head of the Student Council, with a
return speech by the previous head. By this point many of the third year
students and some of the teachers were crying. The emotion continued
with a goodbye song by the third years, a sending off song by the first
and second years and, finally, 'Sayonara' [Goodbye] sung by the whole
school. By this point, the parents were weeping too... All in all, it was
very impressive and emotional - according to the teachers afterwards, a
'good' ceremony.
A ceremony which I summarised as 'impressive' and 'emotional' before even being aware
that any official aims existed obviously fulfilled the functions ascribed to it by
Monbusho and the school. This is just one instance of how the emotional aspects of the
student's ningen are consciously and carefully developed.
Another aspect of the student's emotional development which is often discussed is the
affection of students for the school and teachers. One of the aims of moral education is:
••
(to deepen a feeling of love and respect for teachers and people at
school..) (1', Monbusho, 1989b:1 19)
This emotional attachment of the students to the teachers is also recommended by the
prefecture in a newsletter advising teachers to adopt the following attitude:
(To try to think of each individual child warmly, and to understand
children sympathetically with love.) (P9:1,3)
The emotional bond developed between teacher and student can be very strong. An
example, written by a student to describe how she felt when the time came for the third
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years to stop doing club activities and concentrate on revision for exams, should
illustrate this point:
U<
Ci0
(When we said "Thank you" for the last time, my eyes filled with tears of
sadness and disappointment. When I saw the teacher teaching the
second years, it was mortifying, and I felt as though our mother had been
taken away from us.) (W3:31)
So at junior high school, there is a conscious concern with developing 'a rich heart',
events planned to be emotional occasions and a carefully nurtured relationship of
closeness between members of the school. All these elements facilitate development of
emotional aspects of the student's sense of self.
The social self. One of the school's major roles is considered to be helping students to
develop social aspects of self. Particularly important are the development of self as a
member of various groups, and human relations. As these topics will be the subject of
chapters 10 and 11 respectively, they will not be discussed here.
Whether it is relating to others as a member of a group or otherwise, students are
encouraged and expected to be considerate of others in all their interactions. Surface
courtesy is expected to arise from genuine feeling. The 'Five Hearts' tenet of the Student
Guidance Committee at - demonstrates the emotional and social spheres of school
life:
" 1 j 3 t	 A k	 4' (the heart which makes other
people important by saying,"Good morning")
2	 (the co-operative heart which says,"Yes")
3	 &C7)4'L' (the self-reflective heart which says,"I'm
sorry")
4	 ftQ)'L' (the serving heart which says,"I'll do it")
5	 Q)iL (the appreciative heart which says,"Thank
you") (F2:l,5)
These 'five hearts' formed the basis of the ideal student at - '1, and were repeated
constantly throughout the year in weekly aims, self-evaluations and so on. They
constitute the basic guidelines of how to relate to others. To what extent the school
ideals of self correlate with student ideas and the reality of school life will be the subject
of the following chapters.
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'Seisizin'. The final aspect of self which is developed at junior high school is the seishin.
*4 (seishin) can mean mind, spirit or will. It overlaps with aspects of self already
discussed, particularly the emotional and moral self, but is not fully contained within
any other category. The development of seishin is frequently mentioned by students,
often in conjunction with physical training. This comment by one student discussing
what she has gained from club activities is typical:
(I think I have grown a lot in terms of seishin) (W3:29)
Again, seishin is a theme which will be returned to in the following chapters,
particularly in chapter 8.
The balanced ningen, the whole child, is comprised of many aspects of self. Each of
these aspects can only exist as part of the whole. The picture outlined above portrays the
ideal rather than the reality. In spite of the ideals, several teachers expressed the opinion
that students were not able to develop in a balanced way. This applies especially to the
third year students preparing for high school entrance exams, as one teacher explained:
0-sensei says perhaps they do 2-3+ hours a day homework, and most go
to juku too. Some juku in the town are open till 11 or 12 at night. She
says that study is important, but this much is at the detriment of their
ningen. (07: 32)
Another teacher expresses similar views:
She thinks Japanese students have to study at the expense of other
development, and they don't have time to do anything after club activities,
' juku and homework. (07:33)
Although there may be some disparity between the ideal and reality, it is noticeable that
the same ideal of the junior high school student growing as a balanced ningen is shared
by Monbusho, school and individual teachers. In this respect, the foundations of self in
the Japanese junior high school are commonly laid.
7.3 The right way
Integral to being human is living life, and the way of living life as a human is an area of
focus at junior high school in Japan. The idea of there being a 'right way' to do things
was explained in Chapter 3. The Buddhist tenet of the 'Eightfold Path' (right speech,
right action, right occupation etc.), combined with Confucian ii or rites, comes to life in
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the Japanese junior high school. The overarching theme is (ikikata), which
means the way to live or way of living. Ikikata is a concept which reappears again and
again in documents related to education. In Monbusho documents, the following phrase
is commonly used:
APL: \CO)
(to deepen self-awareness of the way of living as a ningen) (e.g.
Monbusho, 1989b:133)
In the textbooks, ikikata is a subject of study. For example, in the final tasks of the year
in both the second and third year Japanese textbooks, students are asked to discuss, read
and write about ikikata Mitsumura Tosho, 1996a,b). The third year textbook
also contains a selection of quotations from Confucius, followed by the comment that:
fj;t	 Q)l:
-vcU\-c% 1ItUi
C< - cot	 '
(In the short sayings of the "Analects of Confucius", pointed
observations and deep meditations on the human ikikata are expressed,
and they can teach us today much about the ways of seeing things and
thinking.)	 Milsumura Tosho, 1996b: 214)
Ikikata is a very general, overall term, made up of many component parts. Several
aspects of junior high school life encourage students' awareness of the way to live.
Significant are the following four:
• explicit instruction in the right way to do things.
• structures built into the organisation ofjunior high school.
• development by students of a regulated lifestyle.
• the use of aims.
Explicit instruction. The junior high school is characterised by a considerable amount
of explicit teaching in the right way to do things. 'The right way to study' is a favourite
theme. At the beginning ofjunior high school, a lot of time is spent in direct instruction
in how to study each subject. For example, a class of first year students spent a whole
lesson practising how to follow a sheet of guidelines produced by the teacher on the
subject of how to study English (FlO: 1). The title of the sheet was
U < lt t Q)iL' — i 	 1tl'f' U J 50 " ("How to study
English: let's learn the rules for enjoying classes.") These 'rules' were divided into
sections labelled T' (preparation), (lesson) and (revision), and detailed
exactly what the students should do at each stage. In the class, students practised the
whole procedure, making sure they wrote the right things the right number of times in
the right place on the page. When they had finished, they took their work to the teacher
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to be checked and stamped. By the end of the lesson students had learned, under close
supervision, 'the right way' to learn English.
Students are also taught in detail the right way to behave and act in specific
circumstances. A particularly striking example was the preparation for the graduation
ceremony described in section 7.2:
Before the ceremony, there were many practices. Students were trained
in how to sit, how to put their hands, how to stand in unison without
making too much noise, how to bow (angle, timing) etc.. The songs to
be sung were practised repeatedly. The third years had to practise how to
go up to the stage, how to receive their certificate (left hand first, right
hand next, step back, lift certificate over head, bow), when, where and
how to bow etc.. Eveiy move was carefully planned. (03:60)
A similar but abbreviated training in how to take part is given to first year students on
their first day of school in preparation for their entrance ceremony (07:3).
Other areas in which 'the right way' is explicitly taught to students is in how to prepare
for exams, how to be a member of a group, how to behave in meetings with students of
other schools and so on. The amount of explicit instruction by teachers is striking, but
is not the only component of the emphasis on ikikata apparent in junior high schools.
Structures and organisation. Further guidance in ikikata is provided through the more
implicit and deeply embedded structures, routines and rites of the school itself. The
degree of structure and organisation in a Japanese junior high school is impressive, at all
levels and in most spheres. Two examples should serve to illustrate the degree of
structure in various spheres.
The first example is cross-level, and shows how inbuilt structures aid the
implementation of Monbusho policy, or the nationally-prescribed 'right way' to teach
and learn. Of course, Monbusho policy is directly transmitted to teachers and students
through the approved textbooks, the curriculum guidelines, and teacher guidance
manuals for each subject. This is reinforced by in-school teacher research. At - 'i', a
topic for research is selected each year by the (in-service training) committee.
This topic, which is directly related to Monbusho aims, becomes the subject of planned,
implemented and evaluated teacher-research in all subjects (F2:8). In this way, the
structures within the school strengthen the transmission of national policy from
Monbusho to individual teachers and students.
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The second example is student committees. Every student belongs to the Student
Council, which at - '1 is composed of a central committee and 13 branch committees,
covering all aspects of school life from library to health to school lunch to broadcasting.
In each class, students are divided into representatives of each of these committees
(F1:1,2). The result is that every student in the school has a responsibility as a member
of a school committee, and that every committee is equally represented throughout the
school, with older students and the teacher in charge guiding younger students in the
right way to fulfil committee responsibilities.
The two examples given cover different areas of school life. The common thread is that
in all cases, guidance is given by senior authorities on 'the right way' to teach, learn or
fulfil responsibilities in school. The structures themselves also have an important role
in defining what 'the right way' is. For example, the phenomenon of universal
participation and responsibility in committees and projects states by its very existence
that participation and the assumption of shared responsibility is the 'right way' to be and
behave in society.
Reinforcing the structures of school are the routines, rituals and rites of school life. On
an everyday level, these include the rituals of morning and afternoon homeroom, the
weekly assembly, the set greetings before and after class or lunch and so on. In each
case, the student learns that there is a set way, a 'right way' of handling each situation.
S/he must also master the right way to behave, speak and conduct him/herself in that
situation. On a larger scale, the year is marked by a number of rites, such as the entrance
and graduation ceremonies. Z fi1 ' (Monbusho, I 989b: 134) states the aims of such
school events:
'cu.	 x{u-c,
•••
(School events, at school or year-group level, should bestow order and
change in school life..)
These rites, which are commonly shared by many Japanese junior high schools, form
key points in school life and activities, and provide a national structure of the right
things to do and the right way to do them at the junior high school stage.
A regulated lifestyle. As well as the structures and routines of school, students receive
plenty of advice on regulating their own daily life and routine. A health newsletter from
the school nurse furnishes an example of how this advice is given:
125
Chapter 7	 The ideal self
1j\J I77j 1 4 -1j ..
tUtMO
("1 feel listless","I feel dizzy","My head's heavy".., it's probable that the
cause is not that you're not used to the rhythm of school life, but that
there's a problem with how you spend your time at home. Why don't you
look once again at your own lifestyle and rebuild it?) (F5:2).
The newsletter continues with specific advice to get up and go to bed at the same time
every day. Also at - 'I', the Student Guidance committee reinforced this idea of the
desirability of an ordered life with a monthly aim which reads:
UC7^
(To acquire self-awareness as a junior high school student and to become
able to lead a regulated life.) (F2: 18)
Being a junior high school student and leading a regulated life seem to go hand in hand,
and this idea will be explored further in chapter 8. A corollary of this emphasis on a
highly organised, regulated life is the notion that all time should be used to the full. On
the macro-level, this can be seen by the experience of junior high school itself, which
takes up almost all its students' time. On the micro-level, it is illustrated by a piece of
advice on the 'morning study session', the first ten minutes of the school day when
students complete pre-printed sheets of questions on designated subject content:
010	 t:U'-t
LC	 '^#G '1
(Morning study begins at 8a.m. every morning, and we would like to
cultivate in students an attitude of not even wasting these ten minutes,
but studying enthusiastically.) (F5 :5,3)
Within this framework of organisation and regulation, the concept of acquiring basic
habit is an important one. The basic habits are things that all students can achieve,
regardless of ability or personality, and they form the structure of daily life and
behaviour. They can relate to study, as in the following example, which is extracted
from a letter of advice from teachers to parents:
1Li \L?
'c{h	 (oJ5
(Students should create the habit of studying every day at a fixed time, to
the extent that if they miss an hour of study they feel so bad they cannot
sleep (so that studying comes to feel as natural as cleaning your teeth
before going to bed) (F5:5,4)
Alternatively, basic habits can relate to behaviour and appearance, as in this note from
the principal of — r4 to teachers, stating his new year aims for the school:
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(To cultivate an understanding of basic life habits and an attitude of
putting these habits into practice. * Greetings, bow, use of language,
clothes, hairstyle, kejime) (F3:13,1)
The creation of basic habits leads naturally to a regulated lifestyle. Basic habits involve
attention to the minor details of how to behave, how to look, how to spend time and so
on. The minor details are important, because each part represents the whole, and it is
only by regulating each part that the whole, the ikikata, can be successfully achieved
(see section 3.3 for relation of this idea to Buddhist philosophy).
The use of aims. Another way in which students are encouraged to adapt to 'the right
way' to behave and be is through the use of aims (see section 5.3). Observation notes
made early in the fieldwork reveal the omnipresence of aims:
There are aims everywhere. Each class has its slogan and aim, each
student has an aim for the term. I think that each class also has an aim
for the day... (01:34)
The final assumption was correct, and these daily class aims tend to be the most
practical and the most repetitive. Popular examples include
	 1.	 U U 7
i' (not to talk unnecessarily in lessons) or	 (1) U ii 1' (not to forget things).
Students' individual aims tend to be more personal and based on perceived shortcomings.
For example, recurring aims include iS {f ' ' ' .Jz (not to miss club
activities). Weekly school aims are based on student guidance policies, at - 1:1:1
revolving around the 'five hearts' tenet described in section 7.2. Class aims are devised
by each class at the beginning of the school year and embody the kind of class students
wanted to be. There are also school aims, club activity aims, committee aims, year
group aims........Such aims provide an ideal. They state explicitly what is expected of
the students, and what 'the right way' to be a junior high school student is. hi this
respect, they are a powerful tool in the encouragement of 'the right way', through appeal
to the morality of aspiration discussed in section 1.2.
Direct instruction, structures, regulated lifestyle and the use of aims all contribute to the
fortification of the philosophy that there is 'a right way' to act, speak and be. This 'right
way' is an ideal rather than a reality. However, even if the goal (the right way to be as a
good ningen) is still distant, the route (the right way to approach that goal) is within
reach of everybody. Everybody can gradually adjust their ikikata through learning how
to do things, or acquiring basic habits (or can have it adjusted for them by the school's
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structures and regulations). The right way to becoming a better ningen and to developing
a better ikikata is clearly apparent at school through explicit and implicit means. How
far individual students adapt their selves to the ideals and practice of 'the right way' will
be discussed in chapter 8.
7.4 The right attitudes
In the previous section, 'the right way' was limited to behaviour and actions. The
balanced ningen does not only act, however. S/he also exercises the emotional, social
and other aspects of self, and these aspects emerge as attitude. 'The right way' also
encompasses a right way to feel and to approach situations, and this will be the focus of
this section. 'The right attitudes' are based upon two major Japanese traditions discussed
in chapter 3. First is the belief in the human as essentially good (see section 3.2). Jf the
self is essentially good, then it is expected that the self will want to do what is right, i.e.
there is a shared expectation that the 'right attitudes' are aspired to by everyone. Second
is the emphasis on the right way and self-cultivation (see section 3.3). As in the
previous section, there is a common acceptance that a right way exists, in this ase a set
of 'right attitudes'. This concentration on right attitudes is not new at junior high school.
It is a continuation of the emphasis on attitude from pre-school onwards described in
chapter 5.
If this background of Japanese philosophical traditions and earlier stages of education is
taken into account, it becomes easier to understand the following statement, which
epitomises the pre-eminence of attitude at junior high school. This is a message from
the vice-principal to students at the end of their first year:
(If the attitude changes, the person changes,
If the person changes, the actions change,
If the actions change, the habits change,
If the habits change, the character changes,
If the character changes, the destiny also changes.) (Dl 8:1)
Attitudes, or ways of seeing and feeling, are considered the key to all other aspects of
self. As such, the development of desirable attitudes is the focus of much explicit and
implicit education in the junior high school. Roughly speaking, the 'right attitudes' can
be divided into two groups, which I have labelled:
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effort-related attitudes
motivation-related attitudes
Discussion of these two sets of attitudes will form the basis of the rest of this section.
Effort-related attitudes. Interestingly, effort-related attitudes are emphasised much
more at the school and student levels than at the Monbusho level. As explained in
sections 7.2 and 5.3, success is attributed to effort rather than ability, and this leads to
the popular maxim, i 5 (if you try, you can do it). At teachers often
used this maxim to encourage students, as in the following two instances. In the first
case, a music teacher is praising a first-year class on their unexpected success in the
school chorus concert:
WEUt
(The chorus contest was wonderful, wasn't it? You proved that if you try,
you can do it.) (D9:39)
This maxim is equally applicable to the academic sphere. In end-of-term tests, some
students' marks rose significantly. At a PTA meeting, teachers addressed the following
remarks to parents:
*)Q)L1
	
	 UhoC -
JQ)t
(emphasis in original)
(According to the student concerned, the result was due to the fact that,
"I realised that, as things were, I was becoming weak at the subject, so I
studied as hard as I could". Once again, it's the case that if you try, you
become able to do it.) (F5:3,3)
The teachers continue with further opinions on the correlation between attitude and
results in tests. As a lucid illustration of teacher beliefs about the importance of attitude,
it is worth quoting in full:
tAt0
CT
\	 V
1., 'CT)0
(This time, there were people who tried as hard as they could, but whose
results did not reflect this. In such a case, do not just scold them about
the results, but please recognise the efforts they have made. Perhaps
there are problems with their methods of study, or perhaps other people
tried even harder....academic ability comes from effort.) (F5:3,3)
It is interesting that academic failure is attributed solely to shortfalls in the right way
(how to study) or the right attitudes (not enough effort). The implication is that, if the
right way and the right attitudes can be mastered, anyone can be successful academically.
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Merely trying to do something does not guarantee instant success, however. Students
must also (gambaru) (see section 5.3). Gambaru means 'to persevere', 'to do
one's best' or 'to try hard'. It implies sustained hard work, overcoming difficulty to
finally achieve a goal. It is applied to all spheres ofjunior high school life. Gambaru is
often used as encouragement to try even harder, as in this message from the principal to
students at -
co	 t--c<i	 0
(Please look to your own aims and do your best to advance even further
towards them.) (D18:1)
As in the above example, the combination of the right way (aims) and the right attitude
(gambaru) provide a framework for improvement as a ningen. An area of junior high
school life in which gambaru is particularly important is club activities. Each club has
its own aims, and gambaru is one of the most conmionly repeated phrases in these aims
(Fl:1,8-1l). Complementing, and often used in conjunction with, gambaru is the
concept of - (isshoukenmei), which means 'wholeheartedly' or 'with all one's
might'. Isshoukenmei implies wholehearted engagement, as in this statement, written by
a student after a school camp:
—J-et0
r
— ot:c<Aí/	 ol
(The thing that struck me most on this camp training was the importance
of isshoukenmei gambaru. Walking isshoukenmei on the hike, thinking
isshoukenmei on the orienteering, dancing isshoukenmei at the
campfire.....I felt as though I'd understood that you get out of things the
amount of isshoukenmei you put into them. (F 1:44)
A similar comment is made in a different context, this time in relation to club activities.
This student claims that what he has learned through doing club activities is:
'— -tt 'Ut
(the feeling of fulfilment of doing something isshouken,nei) (W3:19)
What is apparent in both these quotes from students is the realisation that doing things
fsshoukenmei produces rewards, and the reward is a sense of satisfaction or fulfilment.
A higher-order concept which links this sense of fulfilment, isshoukenmei gambaru and
yareba dekiru (if you tiy, you can do it) is commitment. Commitment is required and
expected of the students, but through commitment students acquire a sense of fulfilment.
This sense of fulfilment leads to renewed commitment, and so on.
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An attitude of commitment is nurtured in Japanese junior high schools by the very
nature of the school experience itself. With the combination of classes and club
activities, students often spend 10 hours a day at school. Commitment to club activities
also demands a considerable proportion of weekends and holidays. This extract from
observation notes documents the levels of commitment shown by students and teachers:
Mr K. is volleyball coach. Yesterday (Sunday) his team played a
practice match at another school, meeting at 8am and finishing about
4pm. According to Mr. K., they were given the option of coming for a
before-school practice this morning and chose to come at 6.3Oam! Mr K.
pointed out that when they say 6.30, they mean 6.1 5am, because they
want to start actually playing at 6.30. (01:39)
Although Mr K. was complaining, he was actually an enthusiastic and dedicated
volleyball coach. This enthusiasm passed on to the students, who were extremely
committed to the club. For many students, commitment is somewhat further from the
ideal of enthusiastic, wholehearted engagement. Gambaru does not necessarily entail
enthusiasm. This review of the year by a first year class reveals something of what
commitment means in practice:
5A
Q)JJi '1?	 • •
(The summer holidays: we couldn't enjoy ourselves because of club
activities, could we? And we had a lot of homework, didn't we? We
asked 5 people, "What are your memories of the summer holidays?" All
5 answered... club activities.) (Dl0:20)
Out of the four-week summer holiday, most students spend two or three weeks at school
practising club activities (01:7). At home, they have a 60-page workbook and individual
subject homework to complete (05:1). What is left of the 'holidays', after commitment
to school activities and school work has been fulfilled, is minimal.
Commitment to club activities is fairly consistent throughout junior high school, but
commitment to academic work reaches its peak in the third year, during preparation for
high school entrance exams. A conversation with some third year girls highlights their
commitment to school work:
Usually they leave school about 5.1 5pm (first and second years leave
later), they get home, have tea and bath and settle down to an average of
4 hours homework every day, 6 days a week. The three I was talking to
also attend juku twice a week for maths and English. (01:36)
It should be noted that these three girls were aiming for some of the best high schools in
the prefecture, but even so, the attitude of serious commitment they exhibited was
impressive.
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It should also be noted that, compared to other schools, - 1' required a high level of
commitment of its students and its teachers. For some students, the expectations were
difficult to live up to. For some teachers, too, adjusting to the degree of commitment
required was not easy. One teacher, who had been transferred from a very small
mountain school, exclaimed in the first few weeks at the school that:
I can't believe it. Every teacher in this school is a superman!
superwoman! (07:17)
Each school is different, then, but at - '1, the shared assumption is that the 'right
attitude' is one of commitment to the school and its activities. The recognised way of
exhibiting commitment is to isshoukenmei gambaru. The ultimate rationale for
gambaru is the belief that if you try something, you can do it. Effort, persistence and
commitment are the attitudes which bring approval and success.
Motivation-related attitudes. Effort-related attitudes were often quoted by students,
but rarely by Monbusho. In contrast, motivation-related attitudes are mentioned more
frequently by Monbusho and rarely by students. Possible reasons for this will be
explored at the end of this section.
Motivation-related attitudes are those which relate to the student's own willingness or
desire to do something. One recurring phrase in discussions of student attitudes is j1
J (sekkyokuteki). Sekkyokuteki means 'active' or 'positive', and implies enthusiasm for
the activity in question. For example, 13' (Monbusho, 1989b:96) includes in the
aims for foreign languages:
•
(to foster an attitude of enthusiastically (sekkyokuteki) trying to
communicate in the foreign language)
The phrase reappears regularly in other Monbusho documents, and is also widely used
in schools. At a PTA meeting at the beginning of a new school year, parents were
reminded that their children should:
(take part sekkyokuteki in club activities.) (F5:5,5)
A concept which runs parallel with sekkyokuieki is * (yaru ki), which literally
means 'the spirit to do' and can be translated as 'will', 'drive' or 'motivation'. Like
seklcyokuieki, it implies individual engagement in and enthusiasm for an activity. In
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students, it is a desirable attitude, as this teacher states in a newsletter to her class on the
first day of a new school year:
(Class 2:2 is made up of students like this: 1) students brimming with
yaruki...)(Fl:36)
And a student describes how this yaru ki is developed, in a description of the annual
event in which each class makes a papier-mache float which is paraded through the
town:
'	 -
!,37A i-:?.	 tC<. 1{5<
< CL/r.
(Naturally, when we saw how hard our teacher was working, our yaru ki
also came out, we worked isshoukenmei, the 37 of us became one, and
our finished work was really superb, and we managed to obtain first
place.) (F5:3,8)
In these two examples, the yaru ki is instigated by the teacher. Yaru ki and sekkyokuteki
both imply motivation, but they do not necessarily suggest any proactivity on the part of
the student. The Japanese concept which does suggest proactivity, and which is
increasingly popular in education, is i A1 (susunde) or A1 (mizukara
susunde). Susunde means 'willingly', 'voluntarily or 'of one's own accord' and mizukara,
which means 'oneself draws attention to the self-instigated nature of the action.
Susunde is often used in conjunction with sekkyokuteki, and is advocated in all spheres
of school life. One of the monthly student guidance aims at - 11: 1, for example, was:
JflL S "5' 'ft5O
(To take part susunde in events, and to tackle various activities
sekkyokuieki.) (F3 :7)
Monbusho promotes the same attitude. For instance, the following statement forms part
of the policy of sports in school:
..	
• •ti
(to create the habit of mizukara susunde doing exercise appropriately...
for students to acquire the attitude and habit of sekkyokuteki working
towards the improvement of mental and physical health.) ( 1S ',
Monbusho, 1989a: 37)
What is noticeable here is the underlying assumption that attitudes can be seen as habits,
and attitudes, like habits, can be trained and developed. From this point of view,
attitudes are a sub-category of 'the right way', in that they can be acquired through
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training and practice. The assumption that attitudes can be changed and trained is also
related to the concepts of self which will be treated in chapter 8.
Motivation-related attitudes are part of Monbusho's overall policy of encouraging the
development of independence, creativity and so on. Effort-related attitudes are the
reality of the existing school system, which is a carefully structured environment
advocating a right way and a wrong way. Training in the right way requires persistence
and effort rather than proactivity, but there is no actual conflict between the two sets of
attitudes. They stand side by side as the ideal and the reality. Monbusho policies state
the ideal, students' comments reflect reality, and the school is the meeting place which
draws both together. This is vividly illustrated by a comment by a teacher about first
year students:
(When they're asked, they do things obediently, but they do not often do
things of their own accord. In committee activities and so on,,we want
to get them to do rich activities using independent ideas.) (F5:3,6)
Whether it is in real or ideal terms, the attitude is considered essential, perhaps even
more important than the activity or result. This was a view expressed to students by the
vice-principal after an inter-school sports competition:
Students come back to school and report their results to the staff, who
stand to listen. The soccer team lost both matches and some of them are
in or close to tears. The vice-principal gives them a pep talk, saying that
it's OK to lose provided they "isshoukenmei gambatta". (07:29)
7.5 Summary
The ideal human being in Japanese education is balanced in all aspects of self. S/he is
striving for the right way to live and the right attitudes to live by. This image of an ideal
person is basically shared by Monbusho, teachers and students. It is shared as an ideal.
It may seem to be distant from the reality of everyday life, but it is a recognisable
approximation of that life which is supported and encouraged on all sides. This view of
an ideal human being is not situation-specific, time-specific or context-specific. It lies
beneath these layers to form the basis of some of the fundamental beliefs about self,
society and identity. As such, it is the most stable layer of ideas about self in the world.
It is also the most important layer to understand, as it forms the foundations of the ideas
about national and international identity which will be examined in later chapters.
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Like chapter 7, this chapter is concerned with the foundations of self, but attention shifts
from a generalised image of an ideal human being to the role of the individual in the
attainment of that ideal.
In section 1.2, the principles of primary and secondary control were summarised. In this
chapter, 1 will demonstrate how, in a Japanese junior high school, the development of
self as a human being is largely synonymous with the development of secondary control.
This process of the development of self, and of secondary control, affects the way
students see themselves in any group, in the school and in the world. Evidently, it is not
a process which suddenly begins when students enter junior high school. Aspects of the
process of development of self appeared in the discussion of various stages of education
in chapter 5. However, it is at junior high school that the process receives
unprecedented attention and significance.
The 'ideal self portrayed in chapter 7 is closely linked to the developing self which
appears in this chapter. Without 'the right attitudes' and acceptance that there exists a
'right way', students cannot engage in the process of self-development. Without the goal
of becoming a better, balanced ningen, the process has no goal and little meaning. The
shared ideals and beliefs described in chapter 7, then, form the common structure and
motivation for what is, essentially, an individual and personal process.
This chapter will be divided into two main sections. The first section will put forward
some of the explicit discussions of self and the development of self which appeared in
the data, and will relate them to theory. Although there are contradictions in the
discussions, they shed some light on the thinking behind the actual process of self-
development in junior high school, which is the focus of the second section.
8.1 Discussions of self
In section 3.4, Lebra's (1992:105) tripartite model of the Japanese self was reviewed.
This model turned out to be the most accurate reflection of the discussions of self which
appeared in the data, and so I will use Lebra's terms in the first part of this section. To
recap briefly, Lebra proposes self in three dimensions, namely "the interactional self',
"the inner self' and "the boundless self'. These dimensions are not mutually exclusive,
but overlap and combine to form a whole.
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The first of the discussions emerging from the data is the idea of "self through others",
closely related to Lebra's 'interactional self (see section 3.4). That is, the self is formed
and developed through interactions with, and the opinions of, others. An illustration of
this idea is found in a text in the first year Japanese textbook ()'tI1 , Mitsumura
Tosho, 1996c: 278):
-ju5h	 i
•
(The interesting thing is that it is when we make an effort to know each
individual "you" well that our knowledge of "I" is born.... Our own form
can be seen reflected in the form of others.)
"Self through others" is contrasted and complemented by "others through self'. This is
an idea which does not appear in Western theories of self, but which is significant in
Japanese education. The basic principle is that, through a deep knowledge of self, one
can know the human condition, and therefore can know others. The roots of this view
can be found in the Buddhist philosophy that the totality of the universe is present in
every individual (see section 3.3). This dimension of self is closely related to Lebra's
"inner self' (see section 3.4), which she notes is identified as the shrine of the god that
each person is endowed with. Although not explicitly ascribed to its Buddhist or Shinto
roots, this view of an inner, complete self representative of the world appears in an end-
of-year message from a class teacher to his students. The teacher quotes the following
poem to the students (DlO:8):
rith:
' fAt
{si!A
t5
(When you stop loving yourself
you stop loving other people
and you lose sight of the world.
When your self exists
Others exist
And the world exists.)
The idea of "others through self' could not be stated more clearly than in the second half
of this poem, but the teacher adds his own comments (D1O:9):
,,
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(In order for a person to be a person, in order for you to continue being
you, I want you to realise the importance of "loving yourself'. If you
cannot love yourself, you cannot consider yourself important. If you
cannot consider yourself important, then you must be unable to consider
others important.)
The idea of "others through self' is also expressed by Monbusho, although not explicitly.
In the curriculum for Japanese, the first year focuses on awareness of the situation, the
second year on awareness of the self, and the third year on awareness of the other (l
' 1989d: 26). A clear understanding of self is considered necessary before the student
can understand others, reinforcing the belief that others can be known through
knowledge of the self.
The third dimension of self which appeared in the data also has its roots in Buddhist
philosophy. This is the "no-self" or, to use Lebra's term, the "boundless self' (see
section 3.4). Although this dimension of self appears less frequently in discussions of
self in the junior high school, it is still present. For example, the following comments
were written in a text that a teacher had prepared for a	 (gakkatsu, class activities)
lesson (TlO):
-cI 'L/L,7
(When I thought as hard as I could about what it meant to be myself, I
found that the more I thought, the less I understood... but there are times
when I forget time and place, and even who and where I am. Perhaps it
is precisely at those moments that I am really living as me.)
In philosophical terms, this is the moment when subject and object merge, and when the
boundaries between self and the world around collapse.
These three dimensions of self - interactional, inner and boundless - co-exist within the
junior high school, then, and underpin student ideas and ideas about students. The three
dimensions come together in another cornerstone of belief about self. This is that each
individual creates himlherself and his/her own life. This is an extremely powerful belief,
affecting the most basic ideas of self. Again, its roots can be found in the Buddhist
philosophy of self-cultivation (see section 3.3), which holds that each individual must
discover the truth through personal experience and effort, with the help of the
framework of "the right way".
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The beginning point of self-creation is the realisation of human weakness and strength,
as Monbusho states in the guidelines for moral education (l3' 1989e:33):
1ii.0 AU:J
(To believe that, although humans have weakness and ugliness, they also
have the strength and heart to overcome it, and to strive to discover the
pleasure of living as a human being)
Once this combination of weakness and strength has been recognised, the route is clear
for the creation of one's self and one's own life. Another of the aims for moral education
Monbusho, 1 989e:24) reads:
1 '
-(fl, '<Jl0
(To love and seek truth, and to carve out one's own life, aiming to realise
one's ideals.)
The theme of carving out one's own life and self reappears in the textbooks, particularly
in model student essays. In the first year Japanese textbook, for example, a model self-
introduction concludes:
'	 'tO
(As a junior high school student, I would like to build a new self.)
'tI1, Mitsumura Tosho, 1996c: 39)
As examples of the kind of thing students should write (i.e. the right way to think),
model essays have a role in promoting beliefs in self-creation. At the school level, too,
the idea of creation of and control over one's own life is prevalent. In a newsletter, the
year head writes:
fU)
(The important thing is that, even if you are worrying and stumbling, is
your life progressing in a way that you yourself approve of?)(F1 :34)
The implication here is that students should be able to control the progress of their own
lives. This quote also draws out the particularities of the junior high school period.
These three years are seen as a time when students do "worry and stumble", but also as a
time when they assume control of their own lives and selves. This is explicitly stated by
Monbusho in the guidelines for Health and Physical Education (ifiI
	
1989b: 81):
(During adolescence, awareness of the self is deepened, and the self is
created.)
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The "worrying and stumbling" aspect is expressed in a letter from a year head to parents
at
c--0 A&L '{*
Q)P9LU \ .: 1i \ j &L'0	 IJ--rl	 Al:)
.	 . 'z-- . &i ' 	 4t W .	 1..	 -1--
h...O/_ ) /)(TLP')1TVJ .-t-.L1	 .t)Y) I d.
(Various worries emerge when the child becomes a junior high school
student. Problems with friends and the opposite sex, physical problems,
study problems... And if the person's state of mind is weak, then these
things can cause worries, irritability and a rebellious spirit. If these
cannot be self-controlled but are directed towards other people, the result
can be anti-social behaviour.) (F5:3,2)
For this teacher, as for Monbusho, the beginning point of self-creation is the weakness
and strength of the human being. She portrays what might happen if the individual's
strength is not used to overcome the weakness, or if the individual does not engage
him/herself in the process of self-creation. Although school and society can provide the
structures, environment and encouragement for the development of self, the ultimate
responsibility lies with the student alone. A few students do not accept this
responsibility, and the result is the anti-social situation described above. The majority
of students, however, do engage themselves in this responsibility of self-creation, and
the principles and practicalities of this process will be examined next.
8.2 The creation and development of self
The previous section looked at Monbusho and teacher interpretations of self. This
section moves down a level to interpretations of how the reality of everyday school life
fits in with Monbusho and teacher theories. The categories which emerged from the
data fell into two processes of self-development, namely, self-study and self-training.
Both these processes contribute to the overall aim of self-improvement. The rest of this
section will focus on each of these processes in turn.
Self-study. The process of self-study requires an increasing understanding of the self.
The self is seen as an object of study, and a detailed image of the self is created and
developed. The three major strands in this study of the self are:
O self-awareness ( 1,jikaku)
O self-reflection (&, hansei)
0 self-knowledge (
	 9U ,jibun wo shIru)
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The emphasis on self-awareness is continued from earlier stages of education (see
section 5.4). Throughout the Monbusho guidelines, the phrase A rHl c U -t ci)	 C)
5 (to deepen self-awareness of the way to live as a human being) is
constantly repeated. Self-awareness can mean awareness of the self as an individual (as
a human being) or as a member of a particular group, as in the aims of the Student
Councilat—'t:
• -
	 Ltci)	 Jz9 'Ut '	 '
(To heighten self-awareness as a student of - 11:1 , and to foster the
motivation to make our school life better and better..) (F3:15,22)
The relationship between self as individual and as member of the group is complex, and
will be discussed in detail in section 10.1.
Closely linked to self-awareness is self-reflection. The Japanese term is &' (hansel),
which means 'soul-searching', 'reflection', 'reconsideration' or 'repentance'. Again this is
a theme which emerged at elementary school (see section 5.3), but which gains
prominence in junior high school. At junior high school, the key role of hansel is
stressed at all levels of the educational hierarchy. At Monbusho level, one of the aims
of moral education	 lV', Monbusho, 1989e: 25) is:
ELIZ
(To reflect on the self and strive for the improvement of the self and,
extending one's individuality, to seek a ftilfilling way of life.)
Self-reflection is directly related to improvement of the self, and this is an idea which
reappears at all levels. In the first year Japanese textbook, the following advice on
relations with others appears in a text written by a psychologist specifically for the book.
The author explains what students should do when they disagree with someone:
	
(r	 ftAa)1t :U	 U tt-ii
	
4LC '-CJ	 1jQ) '1
	
1:.	 UtLt:c)/i&
'UCJ
(At those times, don't just blame or criticise the other person, but reflect
on whether you made false assumptions. When you realise that you
assumed something wrongly, examine yourself to see why you made that
assumption.)	 Mitsumura Tosho, 1996c: 277).
The recommendation to examine and change oneself rather than tiying to blame or
change other people or the situation is prevalent at school level too. Student committees
and clubs have regular hansel meetings, and the collected self-reflections and self-
criticisms are published and distributed to all students, teachers and parents. In the class
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situation, too, hansel is one of the threads of everyday life. One of the aims for second
year classes at -'1 was to:
(To firmly reform oneself through self-examination.) (F5:5,5)
In practice, this could take various forms. For example, many classes set aside time at
the end of each day for hansel of the day's activities. In several classes, the morning
homeroom session includes a short speech by one student each day. These speeches are
also a form of hansel, as observation notes remark:
In O-sensei's class, the students' one-minute speeches are written in a
class notebook... almost all the speeches seemed to be &i(hansei) type
- reflections on the students' own weak points. Frequently recurring
topics were, "t5"{I give up easily] and "te'"[I
can't do presentations]. (07:34)
Hansel, then, is encouraged within the framework and structures which exist in school,
and within every sphere of school life. Student hansel questionnaires form the basis of
termly teacher hansei meetings, meetings which often last many hours. At these
meetings, teachers reflect on the students' questionnaire results and comments and on
their own experience, and discuss how to improve the identified weak points (F3:12).
For students, hansel implies self-criticism and determination to improve one's own
shortcomings in action or attitude. The self-critical nature of hansel is clearly described
by a girl reflecting on her three years experience in the tennis club:
=-V.	 Q)1L,,	 Ut
(On the tennis court, you look for your own faults and you slice them
off.) (W3:25)
And another student demonstrates even more clearly the connection between self-
criticism, the identification of shortcomings and the emergence of resolution to improve:
*UcU/ 0 U
U,, {,,
	
LT1t1u
U!)L/ ')	 1c
(Before the mid-term and end-of-term tests, everyone was studying
madly. But I don't like studying, and so I was lazy and then I didn't get
good marks. Once I'm a second year, I'd like to study harder.)(D 10:42)
The above two examples describe individual hansel, but group hansel is also very
common, as in this example, which appeared in a student-written class newsletter:
! /ffiS
jlttgood	 'UttA,	 7J
(The chorus contest is approaching, but, even if we were being
complimentary, Class 1-2's singing could not, unfortunately, be called
142
Chapter 8	 The developing self
good... let's get on and persevere, because we're singing this song for
ourselves and for our teacher.) (Fl :23)
Again, the tone is critical, but the purpose of this hansel is not self-destructive, but is to
provide motivation for self-improvement. Self-improvement is always possible through
effort, which means that hansei is usually constructive rather than destructive.
Self-awareness combined with self-reflection facilitates self-knowledge. Once again,
the purpose of self-knowledge is to bring about self-improvement, as is clear in this
comment from the first year class activities textbook 	 13
i* , Fukushima Prefecture Junior High School Principals' Association and
Japan Careers Guidance Association, 1995: 61). This passage is quoted at length as it
draws together several of the threads already laid out in this chapter:
j-ç
?'	 i-r0 '',c'
LC 'i	 fLtIi
LJZOhi1f.
iJZL/ \ ) c1) -C--
(What does knowing yourself mean for a junior high school student?
For junior high school students, the body, heart and mind are in the
process of growing. At this time, if there are any of your characteristics
that you want to develop further, and if you tiy hard to develop them,
you will be able to make yourself grow even more.
And, if there are any of your characteristics that you think it would be
better to improve, and if you try hard to reform them, you will be able to
come closer to the ideal person you would like to become in the future.)
Self-knowledge is focused on the ideal person one would like to become. In order to
become that person, the student must know, through self-awareness and self-reflection,
what kind of person s/he is now. Having identified the discrepancies between the two
images, the student can plan, through the use of aims, areas for improvement and,
through the use of the right way and the right attitudes, can work towards that
improvement. Heavily based on the morality of aspiration discussed in section 1.2,
study of the self is study of how the self can become a better person.
Self-training. Occurring in parallel with the process of self-study is the process of self-
training. Growing awareness and knowledge of the self are complemented by concrete
efforts to change and train the self. As with self-study, there are several contributory
strands to the process of self-training. Broadly divided, these are:
0	 self-discipline/self-control (
	
1l1i4)
O suffering
O self-management ( 1E)
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O	 self-responsibility ( 3L4')
O overcoming self (
	
ci) U etc.)
In Japan, junior high school is the time when students learn self-discipline and self-
control. As was quoted in section 8.1, a lack of self-control is thought to lead to anti-
social behaviour and rebellion. Students are expected to learn self-discipline in all
aspects of their school life and, ideally, the atmosphere of the school should reflect this
shared self-discipline. Thus, a cause for concern and discussion among teachers at -
was the perceived problem that:
(In school life in general, the feeling of tension has slackened.) (F3:12,8)
This 'tension', or atmosphere of self-discipline, is required in academic study,
throughout the three years ofjunior high school. Students have to learn that:
4	 7IO
(It is essential that students make their day-by-day study important.)
(F5:5,4)
As this quote illustrates, self-discipline does not require great feats of endurance so
much as everyday, sustained effort. In other words, self-discipline is achieved through
the effort-related attitudes described in section 7.4. In the academic sphere, high school
entrance exams are the culmination of this process of self-discipline and effort.
In a similar way, the practice of club activities is seen as an exercise in self-discipline.
One student describes the reality of club activities:
' The first year, when I spent club activity hours building up my physical
strength and picking up the fallen balls. The second year, when I could
only just keep up with the same training and exercises as the seniors,
trying hard to improve my technique... (F7:2,29)
Club activities are not designed to be constantly exciting or fun. On the contrary, they
are often routinely tedious. It is the effort required to remain engaged in this tedium that
constitutes the development of self-discipline.
The self-discipline that students learn in junior high school often involves hardship.
There is a traditional belief in Japan that maturity comes through surmounting hardship,
as explained in section 5.4, and this is an important theme in junior high school. The
role of the school in developing self-discipline through hardship is expounded in a letter
to parents about club activities from the vice-principal of
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(emphasis in original)
(Feelings such as, "Fm tired"; the daily practice is by no means an easy
thing. But, in the important period of junior high school, the feeling
of surmounting difficult and painful things by one's own efforts will
lead to self-confidence and pride, and will be a support for the rest
of one's life.... "Even though it's hard now, persevere, persevere and
don't lose heart.".. I pray that the students will become ningen who can
get through and train themselves.) (Fl :13)
For many students, this idea of facing and overcoming hardship is one of the overriding
aspects of junior high school life. Examples from student experiences of club activities
are numerous, and it appears that club activities are at the forefront of this process of
self-training. The following comments are representative of many student voices:
j:4
(Football training was really hard, but by getting through that hard
training, I think I have become stronger in terms of skills and of spirit.)
(W3:20)
For some students, the mere fact of having to do the activity is a hardship in itself, as
this first year student explains:
7j
1J?9t
(I don't like school. The reason is that they have club activities.., from
now on, I'm going to face up to things I dislike, and live without running
away.) (D18:29)
And, two years ahead, a third year girl describes what she has gained from doing club
activities, even though she hated them:
1U-Co'
Ui
(When I'm living out in society, those memories will be my self-
confidence, so that I think I'll be able to get through difficult times and
sad times with the same effort.) (W3:32)
For these and many other students, club activities means facing up to unpleasant,
difficult or tiring experiences. Like hansel, though, the process is not intended to be
destructive or harmful to students' development. On the contrary, the rationale for such
hardship is that it engenders self-confidence, self-discipline and the ability to cope with
new or difficult situations. This rationale seems to be accepted and approved by
students, who recognise their own growth as human beings through overcoming
hardship.
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A corollary of self-discipline is self-management, that is, the ability to manage one's
own time, effort and activities to comply with all the demands of school life. Normally,
students have to cope with school work, club activities and homework. At certain times
of the year, however, there are the additional demands of preparation and practice for
special events. Even though these are school events, they are not an excuse for any
lapse in management of time, as this notice to homeroom teachers reveals:
(Pushed to one side by the preparation for the school festival, there seems
to be a decline in the amount of studying being done at home and the
amount of homework being handed in. Please give guidance.) (F3 :6)
In order to balance all the demands of school, students are expected to discipline
themselves to watch a limited amount of television etc., and letters are sent from
teachers to request parents' co-operation in such matters. This self-management of daily
time and activities is facilitated through the use of day books. In the day books, students
record how much time each day they spend on homework, TV watching, computer
games, sleep and so on, and teachers then check the books. This is an example of the
regulated lifestyle discussed in section 7.3.
As well as developing self-discipline and self-management, students are expected to
take on responsibility for themselves in the junior high school phase. Within the
structures of the school, there are ample opportunities for taking responsibility. In
section 7.3, the system of student committees was described. Through this system,
every student in the school holds one or more positions of responsibility. Similarly,
ever student has a role in the daily cleaning of the school, and no outside staff are
employed to clean the school buildings or grounds. This encourages a sense of
responsibility for the immediate environment. Of course, some students shoulder more
responsibility than others. Each club has its own committee, and one club captain
describes her sense of responsibility for the club:
I thought many times that I wanted to leave the club. But I couldn't do it.
Because I was the captain. I couldn't run away from there thinking of all
the members and our softball team. (F7:2,29)
A sense of responsibility for the school as a whole and for the self as a part of the school
is encouraged. For example, the aims of the central committee of the Student Council of
-'1 include this:
(To have self-awareness and to create an even better school.) (Fl :7)
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An example of this aim in practice was a change of the school rules on hairstyle.
Student dissatisfaction with the existing rules had mounted over many months, and
many teachers also thought that the existing rules were unnecessarily strict. The
subsequent six-month long change of rules was carefully orchestrated by senior teachers
to encourage student responsibility and internalisation of rules. A document circulated
to teachers stated that the aim of the process of change was:
(To get students to see school rules as their own thing, and to cultivate
an attitude of living school life autonomously.) (F3:16,7)
Although the outcome of the process was already decided, the process itself was
considered a valuable opportunity for fostering a sense of responsibility and an attitude
of engagement in the students. Thus, a student "school rules" committee was
established, and class discussions, school discussions and student-produced
questionnaires ensued. Teachers closely monitored and guided the process, but the
outward impression was of a student-led movement to change the rules. The purpose
was to give students ownership of the rules, on the principle that they would then take
greater responsibility for conforming to the rules. This process was typical of the
approach teachers use to develop student responsibility within the school.
Finally, there is the idea of "overcoming the self'. Self-discipline, hardship, self-
management and self-responsibility are valued because they help the student to
overcome him/herself, to be able to control the self. Again, this is a theme dominated
by club activity experiences. A popular image is of fighting the self, as this student
writes, recalling the advice of her tennis coach:
7— t
(Sports are a battle with the self. The end result is decided by the heart.
You have to believe in your own strength.) (F4:3)
Another student agrees that sports are a battle with the self rather than with an opponent:
1La,-c i{iat
(One thing I've learned through club activities is how to put my strength
and soul into everything and not to lose to myself.) (W3:17)
In both examples, the emphasis is on the strength that the individual has to fight the self,
and this echoes the idea expressed in section 8.1 of human strength being used to
overcome human weakness. The second example also demonstrates the importance
attached to the right attitude, in this case, wholehearted engagement.
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The environment of junior high school provides the opportunities for self-training. It
demands self-discipline and effective management of one's own time, attitude and
activities. It develops a sense of responsibility through its structures and routines. It
provides hardship through which students can fight and overcome themselves. In such
an environment, the possibilities for self-training are wide, but the degree to which they
are taken up depends on the individual student.
Se%f-improvement. It should already be clear from the discussion in this chapter that
self-study and self-training are not ends in themselves. Rather, they are means to an end,
and that end is self-improvement.
The purpose of self-study and of self-training is to reflect on, improve and change the
self, so that the self becomes a better person within the established structures of the
inhabited society. This notion is already well-developed by the age of 12 to 15. In a
questionnaire asking students how the school could be better, suggestions concerning
changes to school routine, rules, structures etc. were far less common than suggestions
concerning changes to the self. So, although changes to school uniform, hairstyle and so
on were suggested, these were overshadowed by comments such as the following:
(To see through to the end things you have to do.) (P3:12,8)
Here there is no suggestion of changing "the things you have to do", but resolution to
adapt the self and gambaru to get them done. Another student's suggestion for
improvement of the school is:
(To all be friends and keep the "five hearts".) (F3: 12,6)
Individual self-improvement and improvement of the group are also linked in the class
activities textbook Fukushima Prefecture
Junior High School Principals' Association and Japan Careers Guidance Association,
1995: 82), where students are given the following advice:
}UC
Q)1PM
(So that we can construct an even better junior high school life, let us
review our activities in the first year as individuals and as a class,
renewing our hearts so that we can welcome the second year.)
rIere, the interlinking of 'reviewing activities' (self-study), and 'constructing' (self-
training) 'an even better school life' (self-improvement) demonstrates the close
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relationship between the three processes of self-development. The three processes
combine to form a procedure for the construction of self as a better human being.
8.3 Summary
In this and the previous chapter, I have tried to make explicit some of the basic
assumptions beneath Japanese ideas of self as they appear in a junior high school
context. Like chapter 7, most of the ideas unfolded in this chapter are shared by
Monbusho, schools and students. They are the unquestioned 'reality' of self, the a priori
'facts' which underlie any discussion of self in society.
The ultimate goal of self-development is self-improvement. Self-improvement is
attained through study of the self (which relates to the belief that the world can be
known through the self) and through self-training (which relates to the belief in self-
cultivation). This self-development does not occur in a vacuum. Throughout school,
students are socialised into the desirability of becoming a better, balanced person, as
described in sections 7.1 and 7.2. This becomes the aim and purpose of self-
development. Throughout school, students are socialised into the idea and practicalities
of the right way to act, think and feel, as described in sections 7.3 and 7.4. These
become the framework and structures of self-development.
Throughout this process of self-development, there is scarcely a suggestion from any
side that the aims, framework or structures should be changed or improved. The burden
of responsibility for improvement rests firmly on the self. It is the self, rather than the
situation, which needs to be improved. The balance between primary and secondary
control falls heavily on the secondary side (see section 1.2). However, some degree of
counterweight is provided by the ideas relating to responsibility. The encouragement of
student responsibility in school activities gives students some degree of primary control
over their immediate environment. Even in these cases, though, the responsibility is for
teacher-guided continuation of the existing structures (committee, club etc.) rather than
for any improvement or change to the accepted structures and aims. Even the case of
the change of school rules on hairstyle, which appears to be a direct result of student
pressure, was used to encourage the development of secondary control. Students
certainly put pressure on teachers, and student opinion caused the change of rules.
However, the teachers' reaction in swiftly agreeing to the change, but then spending six
months in encouraging students to think about, internalise and comply to school rules,
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shifted the balance of the episode from an example of primary control to an example of
secondary control.
The fact that students exercise little primary control, and little expectation of being able
to exert primary control, in school does not mean that they are powerless. On the
contrary, the development of secondary control as it is perceived in Japanese schools is
a source of empowerment. Control over the self is much more predictable than control
over others or the situation. Control over the self leads to adaptability and the self-
confidence to deal with new situations and challenges, as several teachers and students
mentioned. This flexibility will be an important factor in the formation of identities
such as national and international identities.
Self-control, self-study, self-training, self-improvement and all the other processes
described in section 8.2 imply a view of self which separates the subject and object, the
"1" and the "me". The development of the interactional self (self formed through others)
is apparent in everyday school life, as is the development of the inner self (others
formed through self). In both these categories, the subjective self studies, trains and
improves a distinct objective self. The third dimension of self, the 'boundless self,
where self is supposed to lose awareness of the self, and subject and object become one,
may be apparent in discussions of self by teachers and in texts, but is not evident in the
practical, everyday life of the junior high school, at least not in the consciousness of
students.
What remains is an interactional self, an inner self, a world of others and a programme
of eIf-development which relies heavily on the development of secondary control
with' n a structured environment. These foundations necessitate the changing of the self,
and it is in the application of such change that disparity between Monbusho and student
interpretations of self begin to emerge. The next chapter will examine this process of
change, bridging the way between the foundational concepts of self discussed in these
two chapters and the national, international, global and cultural identities discussed in
chapters 10 and 11.
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9.1 Ways of seeing and thinking
Ways of seeing, ways of thinking and ways of feeling are themes which have threaded
their way through the theory and data chapters of this thesis so far. Ways of seeing,
thinking and feeling affect all identities (chapter 1), including national and international
identities (chapter 2). Ways of thinking and seeing traditionally accepted in Japan
(chapter 3) form the basis of the ideal human being (chapter 7) and the development of
self (chapter 8). National and international identity as a Japanese and as a member of
world society are also based on shared ways of thinking and seeing (chapter 4). The
encouragement of certain ways of thinking, feeling and seeing at earlier stages of
education was described in chapter 5.
Chapters 7 and 8 dealt with the general shared ideals of self and of the practice of self-
improvement as a human being within the structures of society. This chapter focuses
specifically on ways of seeing, thinking and feeling as one aspect of self-improvement.
Although I have reduced it to one aspect, it is perhaps the most fundamental aspect of
self-improvement, as it gives meaning to the whole process of self-improvement. The
previous two chapters portray a self which might be interpreted as nothing more than the
surface conformity of one's own actions to a set of rules and expectations. To a certain
extent, it is probably true that. outward conformity to the established system and norms
in Japan, as in most societies, reaps the rewards of approval and success. Real self-
development, however, requires deep inner change as well as outward efforts to improve
actions and attitudes. Not surprisingly, this is where divergence begins to emerge,
between individual students and between students and Monbusho. The ideal described
in chapter 7 is commonly subscribed to, as an ideal. The external aspects of self-
impovement (self-discipline, hardship etc.) are assured to a considerable extent by the
school system, structures and expectations, although student reactions to them do vary.
Inner processes of development of ways of thinking, seeing and feeling are at the
deepest, most personal and most individual level of self.
It is natural that individual and larger group differences appear at this level of self.
Nevertheless, although the development of ways of thinking, feeling and seeing is
ultimately an individual, personal process, it is still an explicit concern of Monbusho
and the Japanese education system. For example, one of the content areas of the
Monbusho curriculum guidelines for Japanese (ii 1989d: 45-47) deals purely with
Cl) C) (ways of seeing things and thinking about things). This is carried
through into the Japanese textbooks used in schools, with study sections often requiring
students to look at the author's or characters' ways of thinking and seeing (e.g. )*iiP,
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Mitsumura Tosho, 1 996c: 45, 1 996a: 47). In the same textbooks, a recurring theme is
that the way of seeing things is more important than what is actually seen. The first year
textbook	 Mitsumura Tosho, 1996c: 46) includes a non-fiction essay written
around the point that < (the thing that is seen
changes according to the way of seeing). In a later chapter, an explanation of a poem
makes the same point, stating that the world does not change, but the way of seeing
changes the world	 P'tl1 , Mitsumura Tosho, 1 996c: 161).
The relationship of ways of thinking, seeing and feeling to the overall theme of self-
improvement and development as a human being is delineated by (Monbusho,
1989d: 54) in a discussion of the significance of the appreciation of literature:
•
U'iO
(The aim is for students to grasp the writer's thoughts and feelings, to
nurture their ways of seeing, feeling and thinking about things, to think
about human beings, society and nature from the reader's point of view,
and to come to have their own impressions and opinions. From there, it
is hoped that rich thinking can be created and sentiments nurtured, so
that they can grow as human beings.)
Some of the concepts in this passage have already been mentioned in previous chapters.
Those not already discussed will be explained in the remaining sections of this chapter.
Sections 9.2 and 9.3 will deal with issues relating to one's own and others' ways of
thinking and seeing. Sections 9.4 and 9.5 build on these sections to compare Monbusho
and student interpretations and applications of ways of seeing and thinking.
9.2 Constructing one's own ways of seeing and thinking
For Monbusho, the construction of one's own ways of seeing and thinking is
underpinned by the tripartite development of the abilities to think (and have one's own
ideas), judge and express oneself. This principle is illustrated by a quote from the
discussion of the main policies of the 1989 reforms (I1', Monbusho, 1989a: 5):
—A—)\ffi
)j Btfr Ij. 	 &W"
(In order to develop individuality, it is important that each student should
have his/her own way of seeing and thinking about things, and an
attitude of independence and inner motivation should be cultivated. To
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do this, we have especially taken into consideration the planning of the
fostering of abilities such as the ability to think, to judge and to express
oneself.)
It should be noted that this connection of the abilities to think, judge and express oneself
with ways of seeing and thinking is restricted largely to Monbusho. It appears
occasionally at school level, usually in policy documents, but is not apparent at the
student level. At school and student level, the mental abilities of thinking, judging and
expressing oneself are an aim and concern, but are not explicitly linked to the
development of ways of seeing and thinking. This has implications for the development
of national and international identities, in that the development of ways and seeing and
thinking seems to be perceived by Monbusho as a largely mental process, whereas for
students it requires the involvement of all aspects of self. This is a point which will be
returned to later. For now, the fact remains that, for Monbusho, the link between ways
of seeing and thinking and abilities to think, judge and express oneself is a valid one,
and so it will be examined in some detail.
Development of I)J (shikouryoku, lit, powers of thinking) is closely linked to the
development of 5?' (7) ' (jibun no kangae, one's own thoughts), especially in the
early stages of junior high school. For example, in the Monbusho guidelines for
Japanese, examples of aims such as the following (lS'i' 1989d:58) are abundant:
(To listen to the discussion, paying attention to the various remarks, to
grasp the direction of the discussion and to have one's own ideas.)
The requirement for students to develop their own ideas is concentrated on the first year
aims1
 and content. As students progress through junior high school, the emphasis on
having their own ideas weakens. Although the idea is still apparent in the third year, it is
muted by the further requirements of self-reflection and the change of one's own ideas to
adapt to the situation and others. One point regarding the choice of materials for the
third year Japanese syllabus illustrates the difference, recommending materials which
encourage students to:
(revise and deepen their own thoughts.)(fiIi, Monbusho, 1 989d:24)
This perception of 5?' (7) . (one's own thoughts) as a preliminaiy stage is not
restricted to the macro-level of Monbusho aims for each year. It is mirrored in a section
of a first year textbook which advises students how to study. The first stage is to
summarise one's own ideas, the second stage is to listen to others' ideas and the third
stage is to reflect on and revise one's own ideas (Y1'tL Mitsumura Tosho, 1996c:
50). One's own ideas are valued, therefore, but perhaps not in their raw form. Ideally,
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they should be a refined version, incorporating the views of other people and a good
dose of self-reflection.
The development of ways of thinking and seeing, according to Monbusho, also requires
the nurturing of an ability to judge for oneself, rather than just accept what others say as
given. The justification given by (Monbusho, 1989a: 88) for the development of
powers ofjudgement is:
'-ti,
.
(In order to foster the basic abilities necessary to survive independently
through the changes of society.. it is extremely important to foster the
abilities of thought and judgement.)
The importance attached to the development of powers of judgement is shared by the
school. One of the four aims of- 1t was to nurture:
U<JL	 O
(Students who judge correctly and put the judgements into
effect.)(F2,l :4)
This was followed through the school hierarchy, with one of the overall aims of the
second year being to develop i JJ (handanryoku, ability to judge) in students
(F2:1,4). Neither Monbusho nor the school analyse exactly how the ability to judge
facilitates the development of ways of seeing and thinking. The assumption seems to be
that the development of clarity of thought and vision is necessary both to make
judgements and to develop ways of seeing and thinking, but this is not made explicit.
The final ability advocated by Monbusho is self-expression. Self-expression brings
individual ideas and independent judgement into the public arena. Monbusho
documents repeatedly stress the desirability of encouragement of self-expression in
schools. This filters through to school level, with teacher research at - 11:I
 aiming to
encourage students to be able to express their own opinions clearly (F2:8). In this area,
though, there remains a striking difference between the desirable state and reality. In a
questionnaire asking students about their attitudes to and behaviour at school, the
statement which received the lowest average score of agreement was 3) ci)
ij	 U '	 (I express my own opinions enthusiastically)(F3 :2,2). The issue
was discussed at length by teachers, and the following statement was made to parents:
'J/.0
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(The majority of students have managed to concentrate and tackle lessons
seriously. If, in addition, they could become able to willingly express
their own ideas in class, they would acquire greater ability)(F5:3,4)
The disparity between the ideal and reality is perhaps partly due to teaching methods
and habits, which do not change as quickly as Monbusho guidelines or teacher research
aims (07: 24). On&s own ideas, judgement and self-expression remain, however, key
concepts of the 1989 Monbusho reforms, and retain their potential as bases for the
development of individual, independent ways of seeing and thinking. The implications
of this concept for national and international identities will be taken up in chapter 10.
9.3 Understanding others' ways of thinking and seeing
The previous section was dominated by Monbusho ideas. In contrast, the concern with
understanding others' ways of thinking and seeing is apparent at all levels of education,
from Monbusho through the school to the students. The fundamental attributes to be
developed in the understanding of others' ways of thinking and seeing are empathy and
kejime (see chapter 5 for discussion and application at earlier stages of education).
Once again, these are attributes which cannot be fed into students, but which are
developed by each individual student to a greater or lesser extent. Nevertheless, they are
attributes which are consciously and carefully nurtured at junior high school, through a
long process of learning to see, understand and accept the ways of seeing and thinking
of other people.
The first stage in this process is the development of consciousness of the other.
Students must be aware that they live in a social world which is full of other people, and
that these other people must be taken into consideration in all spheres of life. The
development of this realisation is an ongoing process which began at the pre-school
stage or earlier (see chapter 5), but it is still important at the junior high school level. It
is expressed by l (Monbusho, 1989d:26) in the phrase t-t (to
cause [students] to have consciousness of the other). With this consciousness of the
other should come an awareness that there are different ways of seeing and thinking.
Again, this is an explicit concern in the Monbusho guidelines, and one of the content
areas of the moral education syllabus (I' 1989e: 30) states that:
(In this period, students should be made to understand well that different
people have different ways of seeing things and thinking about things.)
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Although the policy is clear at Monbusho level, it is not quite so straightforward at
school and student level. As with self-expression and the other ideas outlined in section
9.2, there is a discrepancy between the ideals and the practices, structures and habits of
everyday school life. Students are encouraged to understand that there are different
ways of seeing and thinking, but at the same time they are being socialised into the
concept of 'the right way' to act and think. The right way, epitomised by the
omnipresent true! false tests of factual memorisation, does not often allow for
alternative ways of thinking. This is particularly true in the academic sphere of school
life, and is apparent to a lesser extent in club activities and other areas.
The ideal, and the reality to a certain extent, assert that students should be conscious of
the other and of differences in ways of thinking and seeing. This mental process is
complemented by the process of developing consideration and thoughtfulness for the
other. As at preschool and elementary school (see sections 5.2 and 5.3), this is a crucial
aspect of being a successful junior high school student. ) ii' - J (omoiyari,
thoughtfulness) is part of the school aims of - 1' (F2:1,4) and features in teachers' aims
for their classes (F 1:36). Any perceived lack of thoughtfulness and consideration is
quickly and publicly condemned, as the following extract, written by a year head to
parents, demonstrates:
L/LQ
—A—A:cit'0
(We have seen a few words and actions which have shown a lack of
consideration. A few incidents of calling nicknames, pointing out
physical defects and not thinking of the other person's feelings have been
observed. We want to make students think that they are all important
friends to each other, and we want to foster a spirit of considering each
individual important.) (F5:3,6)
For most students, consciousness of and consideration for the other are already well
grounded by the time they enter junior high school. At junior high school, students are
reminded of and probably strengthen tkese aspects of self, but the emphasis in on the
next stage of the process. This next step goes beyond an awareness of others' ways of
thinking and seeing to an understanding of the same. The leap between the two
demands is a huge one. The ability to understand other people's ways of thinking and
seeing, or empathy, is considered desirable by Monbusho, school and students. At
Monbusho and textbook level, this theme is especially conspicuous in the guidelines for
Japanese, and conspicuously absent in the guidelines for foreign languages. In the
guidelines for Japanese (C I3 , Monbusho, 1 989d: 59), comments such as the
following are common:
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5	 S
([students should] listen to other people's comments, and try themselves
to think in the way of that opinion..)
This skill is repeatedly practised in students' everyday study of Japanese, as almost
every section in the textbook requires students to understand the author's andlor
characters' feelings and thoughts. In the Japanese guidelines and textbooks, however,
the application of empathy is restricted mainly to the immediate environment. This is
not unusual, considering the nature of the subject. However, a survey of guidelines of
subjects which do extend their sphere to the international environment reveals that the
emphasis on understanding others' ways of thinking and feeling is rarely applied by
Monbusho outside the immediate environment. In the guidelines for foreign languages,
for instance, there is only one such reference (fS' 1 989c: 90), found in a section on
how to heighten student interest in language and culture:
c7	 1.
c7) 0t 5JA1	 cz-
(To enthusiastically learn about foreign history, traditions, customs and
habits and ways of seeing, to perceive the feelings of the people who
have that kind of culture, and to foster an attitude of being able to
mutually respect the other's position through sympathetic understanding.)
Here, Monbusho is clearly advocating empathy in an international context. However,
this statement is not preceded or followed by any similar or supporting comments. It
stands as an isolated lip-service to an idea that is not followed through in the rest of the
foreign language guidelines. For students, however, the application of empathy to the
international arena is more important. For example, this student, writing about what is
important in international understanding, claims:
(Not to discriminate against foreigners, but to feel how they feel and
think that way.) (Wi :3)
This statement approaches the next step of the process, which is identification with the
other. This is an extension of empathy. In addition to understanding the other's ways of
thinking and feeling, students are actually able to, to quote the student above, "feel how
they feel", or think how they think. This experience of identification with another
person is made explicit in the textbooks. For example, one task set in the second year
Japanese textbook asks students to describe an experience when they have felt another
person's pain as their own pain j TiiI, Mitsumura Tosho, 1996a: 286). For students,
too, this is an important aspect of social and emotional junior high school life. One
student describes his experience in the baseball club:
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1'PP—i
-D j J. 9	 U7'0
(In matches, when my teammates were standing in the batter's box, I
supported with the feeling that it was me batting, and when my team-
mates caught the ball, I watched with the feeling that it was I who had
caught it.) (W3:13)
This ability to empathise and identify with another person has significant implications
for any identity, including national and international identities, and will reappear in later
chapters.
The final step in the process towards understanding and acceptance of the other's ways
of thinking and seeing is adaptation of one's own behaviour, speech and attitudes to the
other. In part, this incorporates the notion of kejime, which was discussed in chapter 5.
To summarise, kejime is the ability to shift fluidly between omote and ura, the outer and
inner selves, according to the situation. This is undoubtedly important in the adaptation
of one's actions and speech to the other, but it is not the only element. Adaptation of
self to the other also requires empathy, an understanding of the other's ways of thinking
and feeling, which is not necessarily implied by the term kejime. This consciousness of
and empathy for the other, combined with kejime, is a key concept in the development
of self at junior high school. Adaptation of ways of speaking and acting is supported by
Monbusho and by students. Monbusho, for example, urges the development of
speaking and acting according to the time, place and interlocutor (iM' 1989d: 30).
Furthermore, by the third year, students should be able to consider not only what is
acceptable to say to who, but also what the effects of their words will be on the other,
and should adjust their speaking accordingly (fil, Monbusho, 1989d: 14):
•	
*ic0	 c')cl 9/vtaL:
	
JQ)J
U1t--cu.	 iQ)i
	
L.	 if UJf
(Expression is a language activity which, naturally, involves an other.
An extremely important issue in expressive activities is [understanding]
what to communicate to whom, and what the effects will be.
Consequently, in addition to the content of the expression, it is necessary
[for students] to grasp sufficiently the intention and aims of the
expression, the other, the situation and environment of the expression
and communication and so on, and to think about how to cope with these
conditions appropriately.
Students agree that this is an important skill to develop, as in the following example:
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Words we say for a joke or carelessly are sometimes like knives which
hurt others... So we should make conversation with others from the
other's viewpoint, and pay more attention to what we say. I think this
will make our conversation enjoyable (P7:1,24).
The skill of making conversation from the point of view of the other necessitates
empathy as well as kejime. The importance of empathy is accentuated still further in the
adaptation of attitudes and ways of thinking and feeling towards others. For example,
among student guidance aims at - was the development of appropriate attitudes
towards other years. Specifically, one of the monthly student guidance aims of -
was:
(As seniors, let us have feelings of kindness towards our juniors, and as
juniors, let us have feelings of gratitude towards our seniors.) (F3: 14)
To achieve this fully, students would need to recognise their own position vis-a-vis the
other, develop appropriate feelings towards the other, and exhibit those feelings in a
manner appropriate to the situation. The adaptation of one's own attitudes and feelings
to the other is by no means a simple process.
The process begins with consciousness of the other, proceeds through recognition that
there are different ways of thinking and seeing, through thoughtfulness, through
understanding of the other's ways of thinking and seeing, through identification with the
other, and ends with adaptation of one's own actions, speech, attitudes and feelings to
the other. Naturally, awareness and understanding of the other, and adaptation of self to
other, are individual, personal processes. While this is recognised, they are an explicit
concern of Monbusho and the school, developed and nurtured through textbook content,
club activities and the school environment. This process has implications for the
development of international and intercultural identities in several ways. Firstly, the
development of attributes such as recognition of different ways of thinking and seeing
and empathy is obviously significant for international and intercultural relations.
Secondly, the process itself, though not identical, bears striking resemblance to the
process of developing international identity described in section 2.2. The major
difference is that, in that case, 'the other' was specifically a foreigner, whereas in the
process described in this section, 'the other' is usually someone in the immediate
environment.
9.4 Knowing and asserting ways of thinking and seeing
In section 9.2, the issues of having one's own thoughts and judgements and being able to
express them were discussed. It was noted that the connection of these issues to ways of
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thinking and seeing was primarily a Monbusho concern. Section 9.3 turned to the
understanding of other people's ways of thinking and seeing, a concern of all levels of
education in Japan. Using those two sections as foundation stones, this section builds
up the Monbusho view of ways of thinking and seeing in the immediate and wider world.
The ideas discussed in this section are almost exclusively those of Monbusho,
prominent in national policy documents but rarely featuring at school or student level.
They centre on the principle of knowing and asserting one's own ways of thinking and
seeing. This requires, first, the ability to establish one's own position and ways of
seeing and thinking and, second, the ability to decentre and see those ways of thinking
and seeing from the perspective of another.
The ability to establish one's own position and ways of seeing and thinking has its origin
in the ideas of thinking, judging and expressing oneself discussed in section 9.2. Being
able to have one's own ideas and express them leads to the formation of one's own
opinion. In forming one's own opinion, the ideas and ways of thinking of other people
are also vital, as is evidenced in this quote, which is taken from the commentary on a
passage about encounters and experiences:
• •
	
ui1'	 -çj
C0t50 tc
) L.	 Q):t
(..try comparing the new ideas which emerge from these [encounters]
with the ideas you yourself embraced till now. By doing so, you will
clarify the differences and new points, and your own opinion will become
a more definite thing.) ('tFJ, Mitsumura Tosho, 1996b: 59)
This linear process of making explicit one's own and others' ideas, identifying
differences, reflecting on the self and strengthening one's own opinion and knowledge of
the self is advocated in the textbook for encounters and experiences in the student's
immediate world. Interestingly, it is mirrored almost exactly in recommendations for
dealing with the international world. In the Monbusho guidelines for foreign languages,
there is a section on deepening understanding of world and national ways of life and
cultures. This section claims that, through encounters with a foreign language, students
gain an understanding of their own and different cultures. This enables them to re-
examine their national culture and way of life and to get to know it well (tfii',
Monbusho, 1989c:9l).
Through this process of making ideas explicit, identifying differences and knowing
oneself (or one's own national culture), an awareness of one's own position in relation to
others is created. This is what Monbusho defines as having one's own (tachiba).
Tachiba literally means a position or viewpoint, and describes the stance of one person
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in relation to others or to a particular situation. The importance of grasping and making
clear one's own tachiba is a frequently repeated refrain in the Monbusho guidelines.
The following extract, taken from the guidelines for Japanese (1l' 1989d: 13),
explains the significance of this concept:
A-iz
)-:_	 )UC'i'<0
	
Q)
(In particular, in a living environment like today's, where society is
changing remarkably in areas such as information, the range of things
which become the object of thought is expanding. That being the case,
the important thing is to clearly grasp one's own tachiba in relation to
things.)
This is a general statement, which could apply to one's position or viewpoint vis-a-vis
the immediate group or society, or vis-a-vis the wider society and world. Monbusho
also makes statements which leave teachers and students in little doubt about what their
tachiba in the wider world should be. In all the discussions of internationalisation in
education, the phrase reiterated countless times is that students should take the position
of tt - ci) '1 C) * ) (a Japanese person in the world). The implications of this
tachiba in the wider world will be examined in depth in section 10.3. Here, it is
sufficient to point out that Monbusho's stress on establishing one's own position and
ways of thinking in the immediate world is a key element of their attitude towards
internationalisation and the development of students' national and international identity.
Once one's own tachiba has been established., Monbusho recommends that students
approach situations from the perspective of this tachiba. In the immediate world, the
meaning of this concept is explained in the guidelines for Japanese (ll', Monbusho,
I 989d:26):
Q)3Ut	 '
U-	 )
([Students should] grasp their own tachiba clearly and approach the issue
from that tachiba, making the issue precise and their thoughts clear.)
Again, this particular quote relates to one's position and viewpoint in the immediate
world, but the idea of approaching issues and situations from one's own tachiba
reappears in the context of the wider world. For example, the Monbusho guidelines for
Social Studies (geography section) (ll' 19890 emphasise the study of Japan's role
in the world and the study of countries which have close links with Japan. Of course,
this tendency to teach a nationally-centred world is not limited to Japan, but it does little
to discourage an ethnocentric view of the world, or the world seen from a national
tachiba. Likewise, a chapter in the third year English textbook designed to teach
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international understanding features Australian students learning Japanese in Sydney
and sakura (cherry blossom trees), which were a gift from Tokyo, in Washington. This
portrayal of the world from a Japanese tachiba can lead to misconceptions on the part of
students and teachers, as a conversation with an English teacher on the way to class one
day illustrated. We were going to teach this lesson, and the teacher asked me whether
we have sakura in England. When I replied that we did, he expressed surprise, and
quickly added, "Of course, they are a present from Japan." (07:4 1). As well as causing
misconceptions, the emphasis on approaching situations from one's own tachiba seems
to be contradictory to the emphasis on empathy and understanding others' ways of
seeing and thinking, which was discussed in section 9.3. In the immediate world,
Monbusho's emphasis on establishing and maintaining one's own tachiba is often seen
as a precursor to understanding the other and adapting and developing the self
accordingly, as described in chapter 8. In the wider world, one's own tachiba, as a
Japanese person in the world, is an end in itself. This difference is a significant one, and
will reappear in chapters 10 and 11.
Establishing one's own tachiba, on the grounds of one's own thoughts, judgements and
self-expression, leads to the development of ci) b C) C) )5 (one's own
way of seeing things and thinking about things). This is a phrase which is often used in
the Monbusho documents, and which appears in the discussion of the four main policies
of the 1989 reforms	 1989a: 5). It is emphasised in the guidelines for Japanese,
where the aims for the first year include the following:
C)Muc0
*Q)FJ	 xDPUiffMfiit/Ec	 C)C)1
1ot	 _J_))o
(The aim is for students to understand the way of seeing and thinking of
the speaker or writer and, based on that understanding, to make certain
their own way of seeing and thinking. To do that, in addition to
acquiring the skill and attitude of passively understanding the content of
the speech or writing in terms of the development of the narration, it is
important that students compare this to their own way of seeing and
thinking.)
The vital point here is that constructing one's own way of seeing and thinking demands
an active mental engagement in the situation, whether that situation is the reading of a
text or taking part in a conversation. This notion reflects the ideal attitude of
engagement mentioned in chapter 7, and stands in direct contrast to criticisms of the
Japanese education system as a system of rote learning and memorisation of facts.
Another important point is that this is an aim for first year students. It is not an ultimate
ideal, but is a prelude to the second and third year aims of widening, deepening and
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changing one's own ways of thinking and seeing (see section 9.5). This is in contrast to
Monbusho concepts of ways of seeing and thinking in the wider world. To begin with,
when the international context is mentioned in Monbusho documents, the phrase "one's
own ways of seeing and thinking" is usurped by the phrase "Japanese ways of seeing and
thinking" (e.g.	 Monbusho, 1989c: 7). In the same discussion of policies which
advocated individual ways of seeing and thinking, the following statement (i1
	 I
1989a:7) appears:
• *A
(..to cultivate the basics of self-awareness, the ways of seeing and the
ways of thinking of a Japanese person..)
As in the establishing of one's tachiba as a Japanese, these ways of seeing and thinking
as a Japanese are not a prelude to anything else. In the Monbusho documents relating to
junior high school, at least, they are a fixed, final point.
The picture portrayed so far is one of self-assertion, with little flexibility in ways of
thinking and seeing, particularly in the wider national and international world.
Providing some balance to this rather one-sided image is the Monbusho stress on
decentring. Although the term itself does not appear in the policy documents, there is a
noticeable endorsement of the ability to look at the self from an outside perspective. For
example, in the revision of their own work, students should be taught to examine their
own viewpoint as objectively as possible, by revising their own work from the tachiba
of the reader (t 1S I, Monbusho, 1989d: 34). This encouragement to decentre is
carried through into the national and international sphere. For example, a section in the
geography guidelines (ilV' 1989f) and a chapter in the geography textbook (
, Tokyo Shoseki, 1995a) are entitled tt!?-
	
t. * (Japan seen from the world).
The aim of this section, according to 1IV' (Monbusho 1 989f: 32), is for students to:
3AD	 kC))
(Understand the particularities of our national geographic structure,
nature and people's way of life from a world perspective)
Likewise, in the moral education textbook one passage, which is included under the aim
of reinforcing national identity (see chapter 10), describes the beauty of Japanese culture
and traditions from the perspective of a foreigner ( I P Ti' < J . ,
"Ashita wo hiraku" editing committee, 1993: 99) . Similar examples of foreigners'
views of Japanese life and culture are also found in the Japanese and English textbooks.
Such examples could help students to acquire the skill of decentring and seeing their
native culture from the outside. On the other hand, they also have potential to reinforce
national auto-stereotypes and group consciousness, through their contrast of "Japanese
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ways of seeing and thinking" with any other ways of seeing and thinking. Decentring
may require more flexibility of ways of seeing and thinking than self-assertion does, but
it is still very much self-centred.
9.5 Changing one's own ways of seeing and thinking
The construction of one's own ideas, judgements and ways of seeing and thinking,
combined with the understanding of other people's ways of seeing and thinking, also
provides the base for the changing and development of one's own ways of seeing and
thinking. As mentioned in section 9.4, the process of establishing one's own tachiba
and ways of seeing and thinking, in the immediate world at least, is seen as a precursor
to being able to change those ways of seeing and thinking. In a similar way, decentring,
again in the immediate world, facilitates the widening and improvement of one's own
ideas. In this section, the focus will be on this process of change.
As described in chapter 8, one of the key elements of self-improvement is considered to
be self-reflection or & (hansez) (see sections 5.3 and 5.4). This idea is at the root of
the process of changing one's ways of seeing and thinking. In reflecting on the self, one
needs to be able to clarify one's own thoughts, opinions, tachiba and ways of seeing and
thinking, and it is in this respect that the ideas expressed in the previous sections of this
chapter serve as a prelude to changing one's ways of thinking and seeing. This ability to
reflect on one's own ways of thinking and seeing is encouraged throughout junior high
school, but is not emphasised until the third year. At this stage, the following
expectations are voiced by 	 (Monbusho, 1 989d: 25):
t-curn
{1EL/.
(To develop study which will improve students' ability to revise their
own thoughts objectively, arrange and amend these thoughts, to
experience new ways of seeing and thinking, and to deepen their
thoughts.)
These expectations are strengthened through the content of the textbooks. In a passage
about encounters with other people and new situations in the third year Japanese
textbook, students are advised that such encounters give them a chance to reflect on
their way of thinking till that point, and help them to construct their own opinions and
aims for a new way of living (ikikala).	 t'tF1, Mitsumura Tosho, 1996b: 54)
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Self-reflection is thus the basis for changing one's own ways of thinking and seeing, just
as it is a basis for all other areas of self-improvement. From this basis, students can
assimilate and accommodate new and different ways of thinking and seeing and, in so
doing, can widen and deepen their own ways of thinking, seeing and living. This
changing of ways of thinking and seeing is advocated by Monbusho, school and students,
but in different situations and different spheres of experience.
For Monbusho, the process of changing one's ways of thinking and seeing is frequently
discussed, but rarely applied to the wider international world. In the immediate world,
Monbusho applauds the adoption by the student of other ways of thinking and seeing.
This is made explicit in a section on reading
	
Monbusho, 1989d: 47):
1U
—'
cJ
(It is necessary for students to become able to read in an active,
independent way, grasping the speaker's or writer's way of seeing and
thinking, and assimilating it into their own, so that they themselves
become richer.)
I' (Monbusho 1989d: 58) also states that students should not only experience and
"take in" different kinds of values and ways of thinking, using them to develop their
own ways of thinking, but should also create new ways of thinking. The idea of having
multiple ways of thinking and seeing is applied only once by Monbusho in the
international sphere. In the guidelines for foreign languages,	 (Monbusho l989c:
91) states that:
• •
	 Q))kQ4joC J11)
(..Through a wide knowledge of foreign people and cultures, to know the
things we lack and the things which are superior in our national lifestyle
and culture, and to become able to have diverse ways of seeing and
thinking..)
This kind of Monbusho approval of diverse ways of thinking and seeing in an
international context is rare, and appears to contradict the more common principle of
the Japanese way of seeing and thinking in the world. Nevertheless, it does exist.
At the school and student level, there is a similar concern with changing ways of
thinking and seeing, although the discussion is not often as explicit as at Monbusho
level. Supplementary materials used in class often strengthen the link between changes
of ways of thinking and seeing and the self-training discussed in chapter 8. For example,
the central theme of a text used in a class activities lesson at — was that, even if one
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cannot change the disliked things one has to do, one can change one's way of thinking
and feeling so that one comes to like doing that thing. Once the individual has trained
himTherseif to like the thing, it will be much easier to get through, and the individual
will have become a better person (Ti 0). In this example, it is clear how the process of
changing one's own ways of thinking and seeing is firmly rooted in the principles and
ideals outlined in chapters 7 and 8, specifically the ideals of self-training to become a
better person. Students also make this connection between self-improvement and
changing ways of thinking and seeing. In an essay written for an English speech contest,
one student describes her experience of changing her way of thinking about sameness
and difference, and contrasts her previous fixed way of thinking to her new, more
flexible way of thinking (F7:2,30). The most noticeable feature of student attitudes to
changing their ways of seeing and thinking, however, is the frequency of their
application of the process to the international sphere. This contrasts with the normal
Monbusho limitation of this concept to the students' immediate environment. The
following comments, written by students in different schools, are representative of
many student opinions on self in the international world:
I realized that I have to open my mind to the world. (F7:2,17)
Sad to say, our understanding of international culture is much more
limited than that of our Chinese counterparts... We should open our eyes
wider. (F7:1,19)
The first of these two comments was written in reaction to a passage in a textbook and
the second following a community-organised visit to China, which included a day spent
with Chinese junior high school students. The trigger may be different but the common
point is the students' realisation of the need to change their ways of thinking ("I have to
open my mind") or of seeing ("we should open our eyes"). This theme of changing ways
of seeing and thinking in reaction to the international sphere will be taken up again in
section 10.5.
In the immediate world, then, Monbusho, school and students all endorse the changing
of ways of seeing and thinking, based on self-reflection and an expJicit mental process
of comparison between and judgement of new and existing ways of seeing and thinking.
In the wider world, the national and international sphere, agreement between the various
levels of education is not so clear-cut. Monbusho rarely applies these concepts of
changing one's ways of seeing and thinking in an international context. Student ideas
are more difficult to generalise but, for many students, the concepts appearing in this
section form the basis of international identity. This argument will be expanded in
chapters 10 and 11.
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9.6 Summary
This chapter has examined the processes of students constructing, developing and
changing their individual ways of thinking and seeing, from the viewpoints of
Monbusho, school and students. Certain ideas regarding this process are shared by all
three levels. For the most part, these are the basic ideas which are rooted in the
principles discussed in chapters 7 and 8. Notably, the very idea that it is possible and
desirable to change one's own ways of seeing and thinking has its foundations in the
ideas examined in chapter 8. Also, the belief that changing one's ways of thinking and
seeing leads to self-improvement and the creation of self as a better human being is
based in the ideals laid out in chapter 7. Although some of the most basic ideas about
the possibility, necessity and desirability of changing one's ways of thinking and seeing
are shared by Monbusho, school and students, it is at this stage that many divergences
begin to emerge.
For Monbusho, the construction and changing of one's own ways of thinking and seeing
is primarily a mental process, which takes different forms in its application to the
immediate world of the student and the wider world, including the national and
international spheres. In the immediate world, the process is made particularly explicit
in the guidelines for Japanese. It begins with the mental abilities of being able to have
one's own thoughts, make independent judgements and express both thoughts and
judgements. These abilities facilitate the development of one's own tachiba. Combined
with an ability to decentre, and an understanding of other people's ways of thinking and
seeing, this tachiba forms the basis of one's own individual ways of thinking and seeing.
The flext step is the cyclical process of reflection and revision of one's own and others'
ways of thinking and seeing, resulting in continuous widening, deepening and changing
of ways of seeing and thinking. Monbusho's conception of ways of thinking and seeing
in the wider world seems to be somewhat different. Once again, there is an emphasis on
thinking and self-expression, establishing a tachiba and being able to decentre. The
notion of	 J5 (one's own ways of thinking and seeing) and one's
own tachiba disappear, however, usurped by the phrases * A (7) - . (a
Japanese person's ways of thinking and seeing) and tt ?- ci) 4' ci) * A (a Japanese
person in the world). At this level, for Monbusho, national identity seems to take
precedence over personal identity. Moreover, whereas in the immediate world one's
tachiba was preparatory to being able to reflect, change and create new ways of thinking
and seeing, in the wider world it seems to be the final stance. In the national policy
documents, references to changing and creating new ways of thinking and seeing in the
international sphere are sparse.
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For many students, the situation is different. Firstly, it should be made clear that there is
a wide range of difference between individual students in ways of thinking and seeing.
As noted at the beginning of this chapter, the construction and changing of ways of
thinking, seeing and feeling are essentially personal, individual processes, and it is
impossible to make generalisations which apply to all students. Nevertheless, for many
students, the issue of ways of thinking and seeing is not purely mental, but also
emotional and social. The other major difference is that students do not seem to
distinguish between the immediate and wider world as Monbusho does, but apply the
same processes of developing ways of thinking and seeing to both spheres. Like
Monbusho, students recognise the importance of having their own ideas and judgements
and expressing them, but they do not seem to lay as much emphasis as Monbusho does
on these mental abilities. For students, the aspects of understanding other people's ways
of seeing and thinking, empathy and identification with the other seem to be more
significant. These aspects are advocated by students in the immediate environment and
in the international arena. Self-assertion, the establishment of one's own tachiba, is de-
emphasised by students. Instead, changing one's own ways of seeing and thinking is
done primarily on the basis of empathy and understanding of other people's ways of
seeing and thinking. In the international sphere, in contrast to Monbusho, individual
identity still seems to take precedence over national identity for students, and the
necessity of continued change of individual ways of thinking and seeing is recognised.
Already, then, in the very process of constructing and changing one's ways of thinking
and seeing in the world, there are significant differences emerging between Monbusho
and many students. The next two chapters will turn to the manifestations of this process,
that is, the actions, attitudes and ideas expressed by students, teachers and Monbusho.
The focus in the following two chapters will be on ways of seeing and thinking about
the self in the group, and ways of seeing and thinking about human relations. These two
specific applications of ways of thinking and seeing form the basis of students'
construction of national, international, global and cultural identities.
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Chapter 10	 The beIongng self
In this chapter, the focus turns to identities in the nation and the world. The concepts of
self which will be discussed in this chapter are rooted in basic ideas of self in society
(see chapters 7 and 8) and fundamental ways of thinking, seeing and feeling (see chapter
9).
For Monbusho and for schools, the development of social identities is an important
concern. The notion of self in the group forms one of the four main content areas of
Monbusho's moral education guidelines, entitled I-4::h
	
C)	 t	 1. r-
l (matters concerning the relationship with the group and society). This area
includes sections dealing with family, school, community, national and international
spheres ( , Monbusho, 1 989e:34-42). This does not necessarily mean that the
stereotyped theories of Japanese groupness sketched in chapter 4 should automatically
be assumed to be true. Such theories suggest that the self is subjugated to the group,
and that the group is the dominant unit of society. The data I collected in schools
suggest that this is not necessarily an accurate interpretation, as a more complex relation
exists between the individual and the group. This relationship between the individual
and the group has relevance for immediate (class, school etc.) and more distant (nation,
world etc.) groups and societies.
The first section of this chapter will, accordingly, be devoted to an exploration of the
relationship between the individual and the group in the immediate environment. The
following four sections will extend the threads of this relationship to deal with
Monbusho and student interpretations of self in the nation and the world respectively.
The final section will summarise the divergence which emerges between Monbusho and
students, and will relate the various interpretations to earlier theory sections.
10.1 The self and the group
This section will examine notions of self and the immediate group as they appear at -
and in relevant Monbusho documents and textbooks. The discussion will be
organised under the following four themes:
• the relationship of self and the group
• the expectations of individuals vis-a-vis the group
• the expectations of the group vis-a-vis the individual
• significant characteristics of groups in junior high school
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The relationship of self to the group was introduced in chapter 5. Whether it be in the
immediate or distant world, this is a relationship which may not be familiar in many
Western ways of thinking. As a result, direct translation of Japanese terms into English
can be misleading. &A. (kojin) is usually translated as "individual", while 1t1'1E (kosei)
is rendered as "individuality". These translations are not inaccurate, but they add a
shade of meaning which is not automatically present in Japanese. This is the notion that
being individual means being different from other people. In Japanese, this aspect of
individuality is usually translated not by the terms ) or 	 t, but by the use of
alternative terms such as !II1J (dokutoku - lit. unique, peculiar to) or (tokuyuu -
lit, peculiar to, marked). The distinction is slight, but significant in the discussion which
follows, so the Japanese terms will be used in preference to their English equivalents,
where applicable. Where the English term "individual" is used, its Japanese meaning
should be borne in mind.
Kojin and kosei do not imply any sense of separation from the group. This point is
emphasised by a teacher who was advising his students to consider themselves
important. He warns (Dl0:9) that:
IJj
L
("Making yourself important" does not mean living egocentrically. It
means considering your own opinions and thoughts important in the
group, and making your own life and health important.)
Far from implying any notion of distance or difference from the group, the idea of
individuality Japanese-style is centred in the group. This notion of individuality is
closely connected to the ideas developed in chapter 9, particularly the emphasis on one's
own ideas and self-expression. Indeed, fV' (Monbusho, 1989a: 5) claims that
having one's own way of seeing things and thinking about things is an essential element
of kosei. Teachers at - support this view, stating the following aim in discussion of
how to extend children's kosei:
(To aim for the development of students who take part enthusiastically in
class, managing to clearly express their own individual opinions.)(F2:8)
As in the example above, kosei is developed within the context of active, engaged
participation in the group. There is no sense of conflict between the individual and the
group, but rather the sense that the two form a symbiotic relationship. This is further
emphasised in the general aim for Special Activities (fi1, Monbusho, 1989g: 8),
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which states that students should develop a balanced kosei through group activities and
as a member of a group.
This idea of the individual being nurtured in and by the group is frequently used by
teachers in interactions with students. A message of encouragement from a class
teacher to his students (Fl:31) was dominated by the slogan {lIc7) 1:1:1 W .O (the
individual grows up in the group). Similarly, a newsletter from a year head to students
contained the following words:
I AJ	 14O
— k—Atik <ft)
(It is said that, "the good group heightens the individual". In a good
group, each individual is able to greatly extend him/herself.) (Fl :37)
It seems, then, that kosei is interpreted as the ability to think and act independently and
have one's own ways of thinking and seeing within the group. However, these opinions
and thoughts do not necessarily have to be unique or different to other people's, although
the encouragement of kosei within the group naturally allows for individual difference.
This symbiotic relationship of kosei and group, if properly developed, makes demands
and reaps benefits on both sides.
Kosei does not suggest any flouting of the ideas of the right way or right attitudes
described in chapter 7, but is developed within these structures. As may be expected,
there is "a right way" to be an individual in a Japanese group. This right way comprises
several elements, significant among which are the following:
• self-awareness
• roles and responsibilities
• commitment
• emotional attachment
• improvement
The first of these elements, self-awareness, is reminiscent of the basic ideas of self
discussed in chapter 8. The desirability of self-awareness in the group is repeatedly
stressed in a variety of contexts, and at all levels of education. At student level, for
example, one of the aims of the student 'Daily Life Committee' was to have self-
awareness and pride as a committee member. At school level, the stated aim of teachers
for first-year students was for them to acquire self-awareness as a junior high school
student (F3: 16,1). At Monbusho level, aims for moral education advocate student self-
awareness as members of their school and class (I
	
1989e:39) and as a member of
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the community (ibid p.40). The first task of the individual, then, according to all levels
of education, is to have self-awareness as a member of the group in question.
To be a successful individual in the group, each student must also accept his/her
responsibility and role within that group (see chapter 5). As is the case with self-
awareness, this is an aspect of the relationship between kosei and group which is
emphasised by Monbusho, school and students alike. At the Monbusho level, it is
concisely summarised by the following quote, which is taken from the guidelines for
Special Activities (l3' 1989g:1 1):
4Q)—J UL/t'
	
Q)
Q)1
	 *1t7
oc]
(Each individual student lives as a member of various groups and, for the
improvement of the group as a whole and for the growth and
development of the individual (kojin), it is important that students have
self-awareness of what their individual role is and what kind of
responsibility they have to take in the group.)
This emphasis on the importance of assuming individual responsibility and role within
the group is reiterated in the Monbusho guidelines for Physical Education ( 'i
1989b:78) and Moral Education (IV' 1989e:34). It is then reinforced by teachers at
school level, not only in the academic curriculum, but also in other areas. For example,
one of the main aims of the third year school trip to Tokyo was for students to realise
their role within the group and carry out this role in practice (F3:15,17). The school's
sphere of influence is not limited to school groups. Part of the curriculum for home
economics includes teaching students about their role in the family (F2: 16), and this is a
theme also taken up in Moral Education (D5:119). The school also takes practical
measures to ensure that students recognise their role and responsibility in the
community, with organised community service sessions such as weeding, and cleaning
post-boxes (F1:1,3 & F1:27). The school's remit, then, includes teaching the right way
to be an individual not only in school groups, but also in the other immediate groups to
which the student belongs. At student level, one of the main functions of student
committees (see section 7.3) is to provide each student with a role in the organisation of
the school. Add to this positions of responsibility in the class ( L touban; L
hanchou; IiJL,fukuhanchou), which occupy about one third of each class at any one
time, and club activity committees, and it is clear that student opportunities to take on
individual roles and responsibility are numerous. An illustration of how students take
on these roles is provided by one girl's account of the school chorus contest. She was to
accompany the class on the piano, but found the music difficult to play. She describes
her sense of individual responsibility for the success or failure of the class, adding at one
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point that, "I felt I had let the whole class down" (F7:2,1 1). She then attributes her
eventual mastery of the music not to her own ability or efforts but to the support of her
classmates.
Closely related to assumption of roles and responsibilities in the group is the notion of
commitment to the group. Commitment is proved by participation and by mere
presence in the group. Although participation in school trips is not officially
compulsory, it would be unthinkable for individual students not to join the group
(F3:15,8), unless it is for reasons of serious illness or mishap. One student description
of a school trip (Dl 0:31) indicates the importance attached to participation in such
events. The following account is written by a boy who had been in hospital until two
days before the school trip with a broken leg, and who was not able to walk alone:
o O
	 0 Ot
1,-c. w u-c < -L ui	 00	 00 E:3A,
U1t
(At XX, I was helped by the people in my han, and at XX temple,
everyone looked for a wheelchair for me and pushed me round. Then at
XX temple, [my class teacher] carried me on his back while we looked
around.)
Even though it was hard work for the rest of the group, and not an easy day for the
student concerned, the difficulties of the situation were outweighed by the importance
attached to the individual student's participation in this event, which included among its
aims the development of class and year unity.
School trips are annual events, intended to promote class and year-group unity, but
commitment is also expected in everyday school life. This is especially true in club
activities. Students are expected to give up a large proportion of their free time (after
school, weekends and holidays) to practise club activities. This expectation of
individual commitment to the club gives rise to comments such as the following, which
appears in a student-written class newsletter just before the summer holidays (Fl :42):
(Even though it's the summer holidays, some of us won't get to go out at
all because of club activities and so on. Let's not be beaten by the heat,
but persevere.)
As this quote illustrates, the notion of commitment in the group situation often entails
perseverance and hardship. There is considerable overlap and intertwining of values
and attitudes expected of the basic individual (see sections 7.4 and 8.2) and those
expected of the individual as a member of a group. In school, in the family and in the
community, the student is a member of a group. As individual and group are
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complementary rather than conflictual, the distinction between the individual as a single
unit and the individual as part of a group is not a clearly defined or necessary one.
Individual self-awareness, responsibility and commitment in the group are further
supplemented by a personal emotional attachment to the group. Emotional attachment
to the group is considered desirable by all levels of Japanese education (see sections 3.5,
5.2 and 5.3). Monbusho's guidelines on moral education (tI3 1989e) state that
students should respect and love the members of their family group and the members of
their school groups (including teachers). They should also respect and be thankful
towards their predecessors and the old people in their community. The development of
an emotional attachment to school groups is evident in junior high school. Students'
reflections on their three years of club activities often recall the sadness and tears when
leaving the club, as well as the hardship and pain they went through in the club (W3).
The final contribution made by the student to the group is in the improvement of the
group. As was explained in section 8.2, improvement of the group is synonymous with
self-improvement (see also section 3.3). This concept, that improvement of the self
will lead to improvement of the group, is further evidence for the relationship of self and
group described in this section. At school level, the Student Council provides a good
example of how this concept is interpreted by Monbusho, school and students. Every
student in the school automatically belongs to the Student Council, and the various
school committees are branches of the Student Council. The Student Council is the
focus of school identity, in that it is through Student Council structures and functions
that roles, responsibility, self-awareness and commitment in the school are exhibited.
11' (Monbusho, I 989g:5 I) defines the role of the Student Council:
•	 Q)
(As an organisation made up of all the students in the school, the Student
Council should aim for the improvement and enrichment of school life..)
As all the students belong to the Student Council, all the students are responsible for the
improvement of their own school life. This is a theme which recurs in the school. At
the aim of the Student Council was:
1t0
(To have self-awareness and to aim to create an even better school.)
(Fl :7)
In practice, this principle manifested itself in the incident of the change of school rules,
which was described in chapter 8. The entire process of changing the school rules, from
the build-up of pressure through the questionnaires and meetings to the final
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implementation, was administrated through the Student Council. Throughout the
process, the emphasis was on students' individual opinions and individual responsibility
in contributing to the improvement of the school group. For example, one questionnaire
asked each student to write how s/he, as an individual, would respond to the proposed
rule changes. The following comment was a typical response:
9
(First, I myself would keep the rules, then I'd tell everyone else to.)
(F 1:18)
Even when the improvement is to the structure of the group, then, the emphasis is still
on the individual to improve him/herself as a contributing member of that group.
One of the aims appearing in the Monbusho guidelines for Moral Education (.1'
1 989e:34) neatly summarises all the points above, epitomising 'the right way' to be a
member of a group:
E t74Vt
JL?O
(To deepen understanding of the significance of the various groups to
which the self belongs, to have self-awareness of one's role and
responsibility and, co-operating with others, to strive for the
improvement of life as a group.)
The relationship between the individual and the group is not one-sided. Although the
demands of group membership on the individual are high, the group also offers many
benefits for the individual (see section 4.2). Among these benefits are the following:
status
• protection
•	 discipline
• responsibility.
The status offered by the group to the individual is closely linked to the establishment of
the boundaries of the group, and will be treated at the end of this section. Protection
means the support or shielding of one of the group members. This is considered right by
students and teachers, as the following extract from a student essay (F5:3,8)
demonstrates:
J
c< LQ)-ct0
(In lessons and so on, if one person doesn't know something, the people
sitting nearby and friends in the class tell him/her the answer.)
177
Chapter 10
	 The belonging self
As this essay was published by teachers to be read by parents, it seems that this
protective kind of behaviour is approved of by teachers as well as students. Indeed, in
teaching and observation of lessons, it was noticeable how often classmates, particularly
the han, would support and encourage an individual student who was evidently
academically or socially less competent than his/her peers. This kind of behaviour was
explicitly encouraged by teachers, who would ask classmates to help a student who did
not know the answer to a question rather than simply asking another student to answer.
The group also provides its individual members with a certain standard of order and
discipline. Just as improvement of the group and self-improvement are interrelated, so
discipline of the group and self-discipline are mutually necessary. Through willingly
conforming to the tight order and discipline of the group, the individual becomes able to
discipline and control himlherself. As observed in chapters 7 and 8, the structures of the
group and the acceptance of the concept of the right way and right attitudes provide a
framework upon which the student can build and create him/herself (see section 3.3).
Various aspects of school life contribute to this framework of order and discipline.
IS (Monbusho 1989a:34) identifies experiences such as school trips and community
work as exercises in the acquisition of the rules of group life. At the school group level,
discipline is provided not only by the structures and habits of the school system, but also
by an explicit and detailed set of school rules. At - 4, ten pages of rules are printed in
a pocket diary which every student is obliged to carry at all times (D14). As well as
uniform, courtesy, punctuality, equipment and other matters relating to conduct and
attitude in school, these rules also extend to student behaviour outside school.
Examples of these rules include the following:
(When going out, to have self-awareness as a student of l and to
behave accordingly) (D14:13)
Furthermore, on days when students do not attend school, the rules state that they
should:
(Draw up plans, and live in a properly regulated way.) (ibid)
Throughout the rules and discipline of the school, as in these two examples, there is an
emphasis on students disciplining themselves by behaving appropriately or regulating
their lives. In this way, the group serves the dual functions of providing discipline and
encouraging discipline.
Finally, the group also serves a function for the individual in its assumption of
responsibility for its members. As indicated above in the school rules, the responsibility
of the school group extends well beyond the gates of the school. As well as
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responsibility for student safety outside school (F3 :15,34), the school is expected to give
guidelines for student behaviour in the school holidays. One such set of guidelines, sent
to parents of students at - 'I' just before the winter holidays, contained the following
points:
-Q)1 )
	 tO
•
6	 iJ-4-7
(Do not let them have Christmas parties or New Year parties in the
absence of a parent or guardian.
Do not let them drink alcohol or smoke.
Apart from juku, they should return home by 6p.m.) (F3:11)
This kind of advice would probably be interpreted as intrusion in family life in the UK
and many other countries, but at - 4, at least, it was considered to be a natural part of
the school's responsibility for the student. Similarly, teacher patrols and a curfew at the
autumn town festival were considered to be a responsibility of the school towards the
students, even though the festival was a community, not a school, event (F3:7). The
most striking example of the school's responsibility for its individual members, however,
emerged in the case of some students who were found to have been shoplifting and
stealing bikes over an extended period. Most of the incidents had occurred in the
summer holidays, but it was still the school's responsibility to investigate the matter and
deal with it (F3:7).
The image of the group which emerges, then, is of a body which protects, disciplines
and takes responsibility for the individual. The group does place limits on the
individual, for the individual's own safety and well-being. In return, the individual
should become aware of the self in the group, and should gradually take over the roles
of discipline of and responsibility for the self. In this way the group, and the individual
within the group, are in no conflict but are working together towards the common aim of
improvement.
The last part of this section will turn to the characteristics of the group. Naturally, each
group has its own character and characteristics, but here I would like to examine some
of the characteristics common to many of the groups to which the junior high school
student belongs. In brief, some of the shared characteristics most relevant to the
following discussion of national and international groups are:
• unity
• equality
• boundaries
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Unity of the group is stressed equally in class, school and club activity groups. This
group unity is considered to be a source of pride for many students, as the following
quote, written by a student about her class, illustrates:
1 oIHJ)	
_o
(There is just one thing we can be proud of. That is our strength of
unity.) (F5:8)
This strength of unity is not incidental as a characteristic of the group, but is consciously
planned and developed. To use the class group as an example, it is significant that
students spend almost all their school day with the class. Only P.E. (where boys and
girls are taught separately) and up to two classes a week of options are taught in a
different group (F8: I). Moreover, there is no differential teaching within the class, with
the result that all members of the class study the same material at the same time. This
sense of unity is preserved until students leave school. Although students are clearly
differentiated according to academic ability at the point of high school entrance exams,
these exams do not take place until after the junior high school graduation ceremony.
Thus, unity of the class is maintained until the very last day of school, with the
differentiation (and division) procedure taking place when the students are no longer
officially junior high school students (F3: 14,10).
Other measures are also used to promote the sense of unity as a group. One such
measure is the use of group aims. As explained in section 7.3, aims are frequently used
in Japanese schools to make explicit 'the right way' of acting or thinking, and to provide
a goal for self-improvement. In the group context, aims serve the same purposes, but
also provide a focus for group unity. If all individual members of the group are working
towards the same aims of self-improvement arid the right way to be, the result is likely
to be a sense of unity and common purpose. This idea is expressed by a student in
relation to club activities, when he remarks (W3:8) that:
Lt:
(1 thought the strength of unity when everyone was trying together,
working towards a single aim, was great.)
Even more important than group aims, however, is the experience of doing things
together, as a group. As well as everyday life in the class and club groups, regular
school events have the specific purpose of developing class and school unity. For
example, a student describes the annual school festival (F 1:16) as:
D <9	 U1tO
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(An enjoyable event where the class unites and competes in a number of
events, putting in enthusiasm and creating the school as a whole.)
Teachers share a similar view of the school festival as a vehicle for strengthening class
unity, with one teacher informing his class that:
1O
(Group power is also necessary for the chorus. I would like all the
members [of the class] to become a single circle, and to try hard.) (Fl :31)
The next characteristic of many school groups is the equality between members of that
group. The exception is in cross-year groups, where juniors are expected to respect their
seniors and seniors to set an example to juniors. In peer groups, however, there is a
great emphasis on equality, as illustrated above by the high school entrance exam
procedures. As mentioned above, classes are not differentiated by academic ability. On
the contrary, students are reorganised into different classes at the end of the first year to
ensure an equal spread of academic and other abilities. One teacher explained the
procedure for rearranging classes at I4 (07:4):
A-sen sei explained that I St to 2nd year are rearranged to ensure equality.
Problem students (e.g. those who don't attend school) are divided
between classes, as are 'leaders'. Then students are split according to
academic ability, their position relative to other students in the year: 1 2 3
4 5 6 ... then back again etc. to end.
Some slight adjustments to this procedure are allowed to ensure that there is at least one
student in each class who can play the piano for the chorus contest, and to guarantee that
sports abilities of each class are relatively balanced. Not only is inequality discouraged,
but equality is positively planned and encouraged.
Equality does not mean conformity. As illustrated above in the class rearrangement
procedures, individual abilities in academic ability, sports and musical abilities,
character and so on are recognised and accepted. Individual achievements are also
recognised and encouraged. Equality within the group does not mean that such
individual abilities or achievements are suppressed, but that they are shared by the group
as a whole. This is an idea subscribed to by school and students. At the school level,
the occasion when one student from - won the prefectural speech contest (which had
attracted over 18,000 entries) prompted the following message from the school to
students and parents:
00 AQ)JJ	 0 O—h11GO7ty Hi
-to ±/tQ)-t0
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(Of course, it's a result of [student's name]'s effort, but we can also see
the great strength of the "Parcels of Love" exercise, in which all the
students of - 1:1 were involved. It's something that every student in the
school should be pleased with.) (Fl :31)
The content of the student's speech concerned a project by the Student Council to send
aid packages to Cambodia (see section 11.3 for details). This was the point chosen for
emphasis by the school, as it enabled the entire school to share in the success of one of
its members. The same theme reappears in student accounts of club activities. In most
clubs, only a minority of the members actually play matches with other schools as
regulars. However, the role of the other club members as supporters is stressed as
equally important in the team's success or failure. So it is that in inter-school
competitions all, club members, not only the competitors, go to the event. The equal
roles of star players and supporters are emphasised by this member of the basketball
club:
• "2r-
9 —AU'
/v	 6
(Our teacher said that the 5 people on the basketball court are important,
but that the 6th person is very important. The 6th competitor is all the
people supporting on the bench or in the gallery) (W3: 11)
As well as unity and equality, another characteristic of the group is that it establishes
boundaries of inside and outside, belonging and not belonging (see section 4.2, chapter
5). In so doing, it provides status to the inside members. For example, students at - EI:1
were frequently reminded that they should have self-awareness and behave as a member
of their school. This is particularly relevant in interactions with other schools or outside
parties. Instructions to students before an inter-school sports contest include the
following reminder (F4:4):
— .cf2 LCWU-Cu'
(—A
—
&co/. —'.
(Self-awareness as a representative of - 1' at the competition should not
be forgotten. (Whether - 1' is a good or bad school will be judged by
each individual student's behaviour.))
Here, the emphasis is on each individual's responsibility as a member of the group in the
group's interactions with other groups. Group support for its individuals is also
especially pronounced when the group comes into contact with outsiders. At - ', as at
other schools, the inter-school sports competitions are preceded by a 1± i
(soukoukai) or sending-off ceremony. At these ceremonies, the competitors, wearing
their school team uniforms and surrounded by all the other students of the school, line
up in front of the school flag to be sent off by the chants of the "supporters' committee"
and speeches from other students and teachers (F1:1,3). Symbols such as the school
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flag, uniforms and chants mark boundaries between - I1 and other schools, and
encourage unity and identification with the school group.
Throughout this section, the relationship of self and group has been emphasised as a
symbiotic one. The individual is nurtured within the context of a unified, equal group,
providing a framework of discipline and assuming responsibility for the individual.
Although group members are unified and equal, they are not identical. Individual
abilities, individual effort and individual character are encouraged, but within the
context of the group rather than in opposition to the group. The individual's kosei,
developed through his/her self-awareness, commitment, role and responsibility within
the group, contributes simultaneously to the improvement of self and to the
improvement of the group. The interpretations of self and group developed in this
section are based on data relating to self in the immediate groups of the class, club and
school. The next two sections will link the ideas in this section to the construction of
self in the national and international spheres.
10.2 Self in the nation - the Monbusho view
This section will broadly follow the structure of section 10.1, but will concentrate on
Monbusho's interpretations of junior high school students' construction of self in the
nation. A description of the basic relationship between self and the group will be
followed by sections dealing with expectations of the individual vis-a-vis the group and
the group vis-a-vis the individual. Finally, some characteristics of the national group
will be examined.
The basic relationship between the individual and the national group portrayed in
Monbusho documents mirrors the relationship described in section 10.1 of the
individual and the immediate group. The development of the individual seems to be
considered as synonymous with the development of a national citizen, as the following
quote from the guidelines on moral education (I3' 1989e:41) clearly states:
-vc i
Zcf
coco
(The students were born and have been brought up in Japan. Thinking in
that way, in order to know themselves, it is necessary first for them to
know about their own country and their own country's course of history.)
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With its flagrant (and false) assumptions that all junior high school students were born
and brought up in Japan, this statement is reminiscent of the nihonjinron theories of
homogeneity discussed in chapter 4. This assumption courses through the Monbusho
guidelines. The result is that students have no option to develop as anything other than
a national citizen, as there are no alternatives to this category in the Monbusho
documents (with a single exception to be commented upon later in this section). So it is
that the second of the four main policies of the 1989 Monbusho reforms (
	
E!
1989a:5) begins:
u -c	 .
(To attach great importance to the basic and fundamental content
necessary for a national citizen, enriching education which promotes
kosei.)
As in the immediate group, development as a member of the group (a national citizen)
and as an individual (kosei) are not conflictual, but are complementary and even
synonymous. Moreover, the notion that this development of the individual as a national
citizen is appropriate for school education is beyond question (ffi', Monbusho,
1989a: 4):
)1c LcLU &'
(It goes without saying that school education should aim for the
development of balanced human beings (ni ngen), and should ensure the
upbringing of a national people with sound bodies and minds.)
For Monbusho, then, there is a high level of consistency between the development of
self n the immediate group and the development of self in the national group. In both
cases: participation of the individual in the group is assumed, and the development of
self and the group are synonymous. The relationship between self and the national group
is reciprocal (self contributing to the group, group to the self) but, at the same time, both
'sides' are striving towards the same goal, which is the simultaneous improvement of
the individual and the group. In so doing, the two 'sides' of the reciprocal relationship
merge into one body. The symbiotic nature of the relationship is as apparent at national
level as it is at the immediate level (see section 10.1). The consistency of the
relationship between self and the immediate and national groups forms the basis for the
following discussion of the expectations and characteristics of self in the national group.
The expectations held by Monbusho of the individual vis-a-vis the national group mirror
those in the immediate group. As in the class, school, family and community groups,
self-awareness is a key element of being an individual in the nation. This idea is
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promoted in the Monbusho guidelines for Special Activities 	 I 989g: 4), which
make the point that:
• • ±Q)—	 UtQ)	 LO1A
3L-C.	 oiH*
*,&Q)Ac
(Self-awareness of the way of living as a member of the group or society
should not be limited to self-awareness as a member of the various
groups close to the individual or to the local community, but should
extend to self-awareness as one of the Japanese people and attachment to
Japan, the countly of one's birth and upbringing.)
Here, self-awareness as a Japanese person is seen as a direct continuation of self-
awareness as a member of the school or local community. This emphasis on self-
awareness as a member of the national group is reiterated throughout the Monbusho
documents, and is necessary as a foundation for the other expectations of the individual.
In the immediate group, Monbusho advocated the assumption of individual roles and
responsibilities. In the national group, the same theme is repeated. Students are urged
to take on individual responsibility within the national group. For example, the general
aim of Social Studies (encompassing geography, history and civic education) stresses
the individual's role in the creation and continuation of national society (fiI3',
Monbusho, 1989f: 15):
•	 ?LC
t• ±Q)J
(To cultivate the basic culture of a citizen, and to nurture the basic
qualities of citizenship necessary for the creator of a democratic, peaceful
nation and society living in an international society.)
Here, the onus is on each individual to acquire "the basic qualities of citizenship",
although details of exactly what this means are not clarified. By acquiring these basic
qualities, the student takes on the role and responsibility of contributing to the
construction of the nation. Monbusho's comments on taking individual responsibility in
the nation are not restricted to the social studies curriculum. In Japanese, too, students
are encouraged to be aware of the responsibility they have to learn the national language.
(kokugo) is the term used for the subject, and it literally means "national language".
The same language, when studied by foreigners, becomes fl * (nihongo, Japanese
language). This distinction emphasises the national characteristics of the language
studied in school, and automatically draws boundaries between Japanese and non-
Japanese in the study of the same language. The Monbusho guidelines for L1 (CI
' 1989d: 8) further heighten the national elements of language study:
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• •	
-AcoE)i<	 O
(It is not infrequent that the richness of the linguistic life of an entire
nation is evaluated by the level of the sense of language of each
individual national citizen.)
The inference here is that each individual, as a representative of the nation, has a
responsibility to learn and develop, to the highest standard possible, the national
language. Once again, it is the individual's responsibility in the group which is
highlighted, just as it was in the immediate group.
Emotional attachment to the national group is encouraged by Monbusho. The language
used in sections advocating emotional attachment to the group is exactly the same as
that used in relation to school, family and community groups. The two most prominent
themes are respect and love. Respect for the national group takes form in various
aspects of the national guidelines. Part of the main aim of Japanese (l 1989d:
12) is:
• .
(..to foster an attitude of respect for the national language)
Likewise, the guidelines for history (Cl', Monbusho, 1989f: 29) recommend respect
for national history and historical figures. These subject-specific aims are based on the
general Monbusho policies (i jS I 989a:7), which state that Japanese schools should:
(Attach great importance to the fostering of an attitude of respect for our
country's culture and traditions...)
This attitude of respect should be combined with love for the nation and its various
aspects. Again, this theme appears in various subject guidelines. In Japanese, love for
the national language is claimed to be a natural result of awareness of its special
characteristics and its role in individual and national life (l' 1989d: 9). In social
studies, one of the aims in the civic education guidelines (CI' 1989f: 37) is:
1t)o
(To make [students] aware that it is important to love their own country,
to aim for its peace and prosperity, and to heighten its culture.)
These attitudes of respect and love for the nation are stressed more strongly by
Monbusho in the 1989 policies than in previous education reforms. The most obvious
symbol of this new emphasis was the section included by Monbusho in the 1989
guidelines which stated that the national flag should be flown and the national anthem
sung at entrance and graduation ceremonies. As explained in section 4.4, this issue had
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been a point of contention between Monbusho and teachers' unions (who rejected both
symbols as nationalistic) for many years. The justification given by Monbusho for these
new guidelines is that the flag and anthem will cultivate love for the nation and respect
for the national symbols (iZJ' 1 989g: 99). This emotional attachment to the nation,
as to the immediate group, is considered to be a vital part of the student's participation in
the group.
Finally, the concept of improvement is also common to Monbusho discussions of self in
the immediate and the national groups. Improvement of the group by the individual
continues to be an expectation, even at national level. This improvement is founded in
self-awareness as a Japanese person, responsibility as a national citizen and emotional
attachment to the country. It appears in the Monbusho comments quoted above, in
terms such as "creator of a peaceful, democratic nation", aiming for "peace and
prosperity" and "heightening culture". It is most clearly illustrated by one of the content
areas of moral education (l' 1989e: 41):
*Ac U	 otLIU
L	 Q)	 i LI' 1'J-&D 0t )
(To love the country with self-awareness as a Japanese person, to strive
for the development of the nation, and to try to be of use in the
continuation of outstanding traditions and the creation of new culture.)
All the Monbusho expectations of the individual vis-a-vis the national group are laid out
in this single quote. Self-awareness, emotional attachment, a sense of responsibility and
a striving for improvement are all themes familiar to students from the context of the
immediate group. For Monbusho, it seems that the expectations of self in the immediate
and national groups are identical, and there is complete consistency between social
identities in the personal, face-to-face environment, and in the more distant, abstract
national context.
Although expectations of the individual vis-a-vis the national group mirror those in the
immediate group, the role of the group vis-a-vis the individual is slightly different. The
emphasis in the national context is on status, and the roles of protection and discipline
are less apparent. The responsibility of the nation for the individual is not emphasised,
although it is certainly implicit in the functions of protection and discipline.
The status of the group is emphasised by Monbusho and in the textbooks through
repeated references to the historical, cultural, linguistic and political aspects of national
life. These aspects are viewed as providing a rich fund of national resources, upon
which students can build their national identity. The linguistic function of the nation for
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the individual is, naturally, most prominent in Japanese, the national language. The
Monbusho guidelines for Japanese (i FS ' 1989d: 9) describe in detail what the
national language does for the individual:
-
cO)9
.	 ±
(The national language is what forms the nucleus of activity as a person
for each one of the national people. As such, the national language plays
an essential role in the self-creation and fulfilment of each individual
national citizen, as well as in the formation, improvement and progress of
our nation's society, and the continuation, creation and development of
its culture.)
As well as illustrating the perceived function of the national language for the individual,
this quote clarifies the relationship of the individual and the group in the national
context. As quoted above, each individual has a responsibility for the national language.
Here, the national language has a responsibility for the self-creation and fulfilment of
each individual. The two aspects are symbiotic in that both sides are striving for
improvement of the individual and the national society.
National language is just one aspect of the national culture which students are taught in
junior high school. Monbusho includes in the national curriculum a substantial amount
of national cultural knowledge with which students should be acquainted. This includes
national literature (l' 1989d: 104), national music (Cfil'i' 1989b: 64) and
national art (ibid 71). More generally, Monbusho advocates the teaching of national
culture and traditions (IV' I 989a: 7) and, in social studies, the Japanese way of life
(L' 1989f: 35). The cultural (including linguistic) aspects of the Japanese national
group are those emphasised most frequently and most strongly by Monbusho. In this
respect, national identity becomes very closely entwined with cultural identity,
supporting the theories discussed in sections 2.1 and 4.2.
Another aspect of the national group emphasised by Monbusho is the historical aspect.
This is closely connected with the cultural aspect, with students studying national
culture and traditions through history Monbusho, t989f 55) and classical
Japanese literature (I3I', Monbusho, 1989d: 104). In addition, students learn about
the history of Japan as a nation ((	 , Tokyo Shoseki, 1 996a), based on the
Monbusho (fil 1989f: 56) recommendation that:
• • l:IZ •
 ±IAk	 U
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(In particular, it is important to learn about the people who have striven
for the development of the nation, society and culture, and those who
have improved people's lives.)
Similarly, students are taught about the war, Hiroshima and Nagasaki, and the post-war
recovery of Japan. This historical consciousness is a key factor in Monbusho attitudes
to self in both the national and international contexts.
In addition to the linguistic, cultural and historical situation and status afforded by the
national group, Monbusho also refers to the political status. There is a clear line drawn
between teaching students about the form of government in Japan and teaching students
politics. The latter is strictly forbidden by the 1949 Fundamental Law of Education, as
Monbusho (lV' 1989a: 49) points out. Specifically, teachers in state schools are not
permitted to teach or carry out any activities which support or oppose a particular
political party. The same applies to religion. At the same time, however, respect for
politics and religion are to be taught. Teaching about the government is based on the
Japanese Constitution, which students study in civic education. The Monbusho
guidelines (l', 1989f: 39) make the following statement:
•
(To make [students] think about the significance of the fact that the
government of our country is carried out on the foundations of the
Japanese Constitution.)
The status of Japan as a political entity is thus another aspect of the national group
which is explicitly made known to individual students, reinforcing notions of legal-
territorial national identity (see section 2.1). The broad base of linguistic, cultural,
historical and political knowledge taught to students in junior high school constitutes a
definition, by the national group, of what Japan is and what it means to be Japanese.
This definition provides status to the individual, who can construct from the knowledge
base a framework of the group to which s/he belongs.
The status provided by the group to the individual is the element most emphasised by
Monbusho, but the group roles of protection and discipline are also significant. Both
aspects are predominant in the civic education guidelines, in a section on national life
and welfare, for example, Monbusho (l3' 1989f: 102) lays down the following
content for teaching:
•
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(To make students understand that, to improve national life and increase
welfare, it is necessary to improve employment and labour conditions,
protect consumers, enrich social security, maintain social capital, prevent
pollution and conserve the environment and exploit and use resources
and energy effectively.)
Again, the theme is improvement of the group (national) and individual life, and this
section goes on to recommend the teaching of the respective roles of the state and the
individual in achieving improvement in all these aspects of protection. Similarly, the
state provides the law, which is based on the principles of the Constitution, to ensure
discipline in the national group (tl', Monbusho 1989f: 111). Discipline is provided
by the national group, but each individual is expected to develop the habit of keeping
the law, or self-discipline (ibid). Group discipline and individual self-discipline lead to
improvement of the self and of the national society. The pattern is a replica of discipline
in the immediate group (see sections 7.3 and 8.2).
Although the emphasis in the national context differs slightly from the immediate
context, then, the basic ideas and expectations of the functions of the group vis-a-vis the
individual remain constant, as far as Monbusho is concerned. The nation provides
status, protection and discipline for the individual. In return, the individual is expected
to actively engage in the national group through self-awareness, responsibility and
attachment. If both parties fulfil their respective functions adequately, the result is
simultaneous improvement of the individual and the national group.
In the last part of this section, Monbusho definitions of the characteristics of the national
group will be discussed and compared to the characteristics of the immediate group.
Firstly, as in the immediate group, unity is considered important. In the Monbusho
guidelines for civic education (il' 1 989f: 39), for example, the following position is
taken with regard to teaching students about the Japanese Imperial family:
•
(To make [students] understand the Emperor's constitutional functions
and the status of the Emperor as a symbol of the nation and the unity of
the Japanese people.)
In a similar fashion, the aforementioned reinstatement by Monbusho of the use of the
symbols of the national flag and anthem at school entrance and graduation ceremonies
also serves to strengthen national unity. This use of national symbols parallels the use
of rituals such as ceremonies in the immediate group. In both contexts, the purpose is to
reinforce group unity.
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The concept of equality is also significant at national level, as it was in the class and
school group. The focus on national level is less on equality of individuals and more on
equality between schools. This is the justification given for the tight Monbusho control
of national education, and it is addressed in the general guidelines (13' 1989a: 17):
• .
:0)
uc—	 U0)L—i
-:
(It is necessary to ensure at national level that opportunities to receive the
same standard of education are uniform throughout the country. For this
purpose, it is necessary for the organisation and enforcement of the
educational curriculum in school in order to achieve the aims and goals
ofjunior high school education to be established to a standardised
national level, preserving unity throughout the whole nation.)
Equality and unity of the national group contribute to its third major characteristic,
which is the establishment of boundaries. National symbols, national language, national
literature, culture and traditions all serve to distinguish the 'in-group' of the nation from
the 'out-group' of the rest of the world. These are aspects of national life all specifically
taught in Japanese schools according to Monbusho guidelines. These are the outward
manifestations of nationality and national identity, however. At a deeper level,
Monbusho also promotes the concepts of the Japanese way of life and Japanese ways of
seeing and thinking. These ideas of shared national ways of seeing and thinking will
reappear in the discussion of Monbusho ideas of self in the world (section 10.3), and
relate to the concepts discussed in chapter 9.
Monbusho ideas of self in the nation are, then, in their most basic form, a carbon copy
of Monbusho ideas of self in the immediate group. The same assumed relationship
between self and the group, the same expectations of self and of the group, the same
symbiotic relationship and the same characteristics of the group ensure a high level of
consistency between the various identities. The national group, however, overlaps not
only with the immediate group, but also with the international group, and this will be the
focus of the next section.
10.3 Self in the world - the Monbusho view
This section, like the previous one, will broadly follow the structure of section 10.1.
Due to the nature of Monbusho interpretations of self in the world, however, it will not
follow this structure as closely as section 10.2 did. A discussion of the basic
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relationship of self to the world group will be followed by an examination of the
individual vis-a-vis the group and the group vis-a-vis the individual. The final section
will consider characteristics of the group.
One of the main policies of the 1989 Monbusho reforms was internationalisation,
specifically, the education of students who would be able to live in an international
society. Throughout the reforms, the nation is constantly juxtaposed with international
society. Under closer scrutiny, however, it becomes clear that the basic relationship of
self to the international or world group and society is very different from the relationship
that is promoted in the immediate and national contexts. The most crucial difference,
already introduced in section 9.4, is in the replacement of the individual (l,&, kosei;
— A — A, seito hitori hitori etc.) by the Japanese person (H *A, nihonjin). At
international level, students do not act, interact or think as individuals, but as Japanese
people. Effectively, the relationship of self and the group is transformed into a
relationship of national citizen and the world. National identity is afforded priority over
individual identity in Monbusho documents. This basic difference brings into play a
whole new set of associated assumptions, expectations and ideas about the functions of
the individual and of the group.
As in the immediate and national groups, Monbusho expects self-awareness at the
international level. Contraiy to the immediate and national situations, what Monbusho
requires is not self-awareness as an individual, but self-awareness as a Japanese person
in the world (t-(1) 4' C) H *A, se/wi no na/ca no nihonjin) or as a Japanese person
living in international society (I Ii tE H * A, kokusai shakai ni ikiru
nihonjin). These are key phrases throughout the Monbusho documents and key
concepts in grasping Monbusho's view of internationalisation and international identity.
They appear repeatedly throughout the general policies and in most of the subject
documents. To give a typical example, this quote is taken from the guidelines for
foreign languages (li 1989c: 90) in a section on international understanding:
•	 'LJ
5 01 S
(It is important to make students self-aware that they are Japanese people
in the world, and, from there, to consider how to cultivate a spirit of
international co-operation.)
It is significant that students are not encouraged to develop this spirit of international co-
operation or understanding as an individual, but only as a Japanese person, a
representative of their nation. In the Monbusho guidelines, I found only one exception
to this notion of self-awareness as a Japanese person in the world. That exception is
found in a section on guidance of returnees (students who return to Japanese schools
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after a period spent in a foreign country) and foreign students in Japanese schools.
Positive about the experiences of these students in other countries, and their benefits for
other students in the class, I3' (Monbusho 1989a: 99) makes the recommendation
that:
•
u-c	 uz-t
(Through this sort of mutual enlightenment, international understanding
will be deepened, and the development of desirable abilities and attitudes
as a human being (ningen) living in international society is expected.)
As the exception which proves the rule, the replacement of H *A (nihonjin) or "a
Japanese person" by A PM (ningen) or "a human being" is striking. It is natural that
foreign children are not expected to have an identity as a Japanese person (although
curriculum guidelines, as quoted in section 10.2, often make the assumption that all
children in Japanese schools are Japanese, born and brought up in Japan). It is
interesting that returnee children are also allowed to have personal identity as a human
being prioritised over identity as a Japanese person. For the majority of children in
Japanese schools, however, Monbusho offers no such alternative. Self-awareness and
identity in the world equal self-awareness as a Japanese person.
Self-awareness as a beginning point of identity was also advocated in the immediate and
national groups, but from this point the patterns of self in the group diverge. In the
immediate and national groups, the next steps for the individual are to take on
responsibility and develop an emotional attachment to the group. In the international
context, the concept of responsibility in the world does appear, but it is Japan's
responsibility in the world, rather than any individual responsibility, which is
emphasised. The concepts of self in the group are overshadowed, however, by a
different set of ideas, and this is the set of ideas explained in sections 9.2 and 9.4. In the
international context, self-awareness is a prerequisite to the development of a tachiba
(position, viewpoint) as a Japanese person in the world. For example, the aims for
geography (i1i, Monbusho, 1989f: 23) include the following:
• •
	 ±:tY H*JtO
(To make [students] think about Japan's tachiba and role in international
society.)
This aim does not require any active engagement in international society on the part of
the students, and this is true of most of the Monbusho recommendations promoting
internationalisation. Students are expected to think in abstract terms of Japan in relation
to the world. This is very different to the immediate and national groups, which
expected individual involvement and engagement of the student. An exception to this
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general rule is found in the guidelines for foreign languages (ffi' 1989c: 7). This
quote clarifies Monbusho expectations of the individual at international level, and
demonstrates the meaning of establishing a tachiba as a Japanese person:
fl *A t	 t:u
(It should not be forgotten that international understanding is... not only
understanding foreign things passively, but that there is also the aspect of
actively making known Japanese culture and Japanese people's way of
thinking abroad.)
In the terms used in the immediate and national group settings, the individual has a
responsibility in the world, but that responsibility is to the nation rather than to the
world. The same principle applies to the notion of emotional attachment to the group.
At no point does Monbusho advocate any attachment to the world group or international
society. Instead, it uses the international context to reinforce emotional attachment to
the national group, thus strengthening national group boundaries. An example of this
practice is in the discussion of the use of the national flag and national anthem at school
ceremonies (iJ3', Monbusho, 1989g:99). In the rationale for reintroducing these
symbols of national identity, the following statement appears:
*A Ut
It.	 c
(It is important to nurture students' self-awareness as Japanese people and
foster a spirit of love for the country. It is also important to foster an
attitude of respect towards and a correct understanding of the national
flag and the national anthem, so that students will grow as Japanese
people who can be respected and trusted in international society in the
future.)
This kind of appeal to the international context as a rationale for the strengthening of
national identity is typical of the Monbusho attitude to internationalisation in the 1989
guidelines. Although there are countless references to internationalisation, these are
almost invariably subjugated to identity as a national citizen. For example, a section on
Japan in the international world in geography deals with the issue of teaching about the
islands north of Japan, which are disputed territory between Japan and Russia.
Monbusho categorically states that students should be taught that these are Japanese
islands, and that Japan's tachiba of asserting their ownership is a fair one (
1989f: 34). As described in section 9.4, establishing a national tachiba means seeing the
world through a national lens. This is balanced by Monbusho's advocation of the ability
to see Japan from a wide perspective, or the ability to decentre (see section 9.4). For
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example, a newly introduced section in the geography curriculum is entitled "Japanese
people's way of life". It is explained by Zffi (Monbusho 1989f: 35) in this way:
tLt
	 k'Lit
U-co
(This is a new established item which puts study of the ways of life of
people of the world to good use and, through comparison and so on, aims
to get students to understand the Japanese people's way of life from a
world perspective.)
Most Monbusho references to wide and world perspectives similarly recommend such
perspectives only to look in on Japan. When looking at other countries, a Japanese
perspective is usually recommended in preference to a world perspective. The emphasis
is on asserting and assessing Japan's position in the world. Unlike Monbusho
recommendations in the immediate environment (see section 9.4), this self-assertion is
not interpreted as a prelude to self-reflection and self-change. Neither is self-assertion
the assertion of the individual; rather, it is the assertion of the state. In the international
sphere, Monbusho recommends national self-assertion as the official position. An
important point, though, is that national self-assertion in the world is not an indicator of
hostility towards international society. On the contrary, Monbusho stresses the positive
aspects of more engaged, assertive involvement by Japan in international society. In the
Monbusho guidelines, assertive participation in international society is portrayed as a
reflection of the contributing, independent, self-expressive individual in the immediate
environment (see section 9.2), but at national level. The result is a very nationally-
centred form of internationalisation, characteristic of the early stage of international
identity discussed in section 2.2. If the whole process of developing ways of seeing and
thinking, as it is promoted in the immediate environment (see chapter 9), were to be
applied to the international context, there would be a much greater emphasis on
widening and changing ways of seeing and thinking about the world (leading into the
later stage of international and intercultural identities described in section 2.2). Instead,
internationalisation seems to mean little at the individual level to Monbusho beyond the
acquisition of knowledge and the reinforcement of Japanese national and cultural
identities.
As the sense of world group is so weak in the Monbusho documents, it is hardly
surprising that the characteristics of the group strongly emphasised at immediate and
national levels - unity, equality, boundaries - are largely absent. As pointed out above,
the international sphere is used to reinforce national boundaries rather than remove any
barriers between countries. In other areas, there are a few exceptions to this
generalisation. In the moral education guidelines, in particular, there are occasional
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references to the concept of equality and unity as human beings. In a passage which
stands out from the surrounding discussion of self-awareness as a Japanese person in
international society (ffi', Monbusho, 1989e: 42), the following point is made:
(As a human being, irrespective of nationality, all people should be
treated with respect, justice and fairness, and without discrimination or
prejudice. When a person can associate with others equally, without
arrogance or excessive flattery, then, for the first time in its correct
meaning, s/he can be called an international person.)
This is noteworthy as one of very few references to an international person (IJ I A,
kokusaUin) in the Monbusho guidelines. The overwhelming image gleaned from the
documents is that Monbusho is not aiming to develop international citizens, neither is it
claiming to. Monbusho, as it clearly states, is aiming to develop Japanese citizens who
can live in an international society. National identity is prioritised over international
identity. Moreover, at the international level, national identity is also prioritised over
individual identity, as students are expected to approach the world as Japanese people,
with Japanese ways of thinking and seeing. While the basic principles of self and the
immediate group (school, class, local community) are applied to the national context,
then, Monbusho considers them irrelevant to the international sphere. A different, and
partial, set of principles is used at international level, based on awareness and assertion
of one's own position as a Japanese person in the world. Internationalisation, Monbusho
style, seems to be intended to reinforce, rather than provide alternatives to, national and
cultural identities. Many students' views are quite different, and will be the focus of the
next two sections.
10,4 Self in the nation - student views
Japanese junior high school students are taught the Monbusho curriculum by teachers
using Monbusho guidelines through Monbusho-approved textbooks. National control
of individual learning is strict, and yet Monbusho cannot simply pour into students the
concepts of national and international identities that it holds. Each individual student
has to construct his/her own image of self in the nation and world and, naturally, these
images vary. This section will explore some of the students' ideas about self in the
nation, as a Japanese person. Again, the structure of section 10.1 will be followed as far
as possible.
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Firstly, the relationship between the individual and the national group is not so clearly
defined by students as it is by Monbusho. The self is recognised as a member of a
national group, but it is not the case, as it was for Monbusho, that development of the
self and of the nation are considered to be synonymous. For students, membership of
the national group is not comparable with the immediate group either. Membership of a
national group still appears to be, for many students, an abstract concept which has little
bearing on their daily lives. When asked in a questionnaire (Q7, see appendix 2) to rate
how Japanese they considered themselves on a scale of 1 to 5, and to give their reasons,
25% of the students spontaneously gave reasons referring to their lack of knowledge or
maturity as Japanese people. The following kind of reason was typical:
*A Uc	 ULi0
(Because I'm not even half way grown up as a Japanese person yet - I'm a
child.) (Q7: 29)
It is doubtful that a similar type of reason would be given in relation to the immediate
class or school group. These kind of comments suggest that, for many students, there is
little consistency between self as a member of the immediate and national groups, at
least at the junior high school stage. For other students, there may be consistency, but
this did not emerge in the data I collected.
Although the relationship between the individual and the group may vary from the
immediate group situation and from the Monbusho ideals, students still do have self-
awareness as a member of the national group. On a rating scale of 1 to 5, 70% of
students rated themselves as very (5) or quite (4) Japanese, suggesting a high level of
consciousness as Japanese people. This was expressed by one student, who rated
himself as '5' on the scale, in the following way:
-H*,k L,tQ)ti<	 -co
(I am living with awareness of myself as a Japanese person) (Q7: 66)
This consciousness of national identity is not shared by all students, though, as this girl
remarks:
t< *tO
(I don't think I'm all that Japanese.) (Q7: 36)
As in the immediate group and the Monbusho guidelines, students have a sense of
responsibility in the nation. Unlike the Monbusho guidelines, there is no mention of
individual responsibility as "creator of a democratic, peaceful nation" or anything
similar. As far as students are concerned, their role as national citizens is to learn more
about Japan. From a linguistic point of view, this idea echoes the Monbusho advocation
that students have a responsibility to learn the national language (see section 10.2). In
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the questionnaire, 7% of students suggested that they were not yet fully Japanese
because their knowledge of the Japanese language was still incomplete. Explanations
from these students included the following:
(There are still words I don't know..) (Q7: 15)
Even more specifically, this student claims that she is not particularly Japanese:
'1, "
	 't	 ,
(Because I'm unclear about the use of honorific language.) (Q7: 26)
An essential part of being Japanese for these students, then, is the mastery of their native
language. Even though students' language abilities are perfectly adequate for
communication and study, they are considered insufficient for full self-identity as a
Japanese person. Among students, this sense of responsibility to learn more about the
Japanese language is extended to other spheres too. Among the 25% of students who
put their lack of Japaneseness down to a lack of maturity or knowledge about Japanese
things, a considerable number specify lack of cultural knowledge. For example, this
student says:
,&l:'	 ,'t0
(I don't know my own country's history and culture perfectly yet, so I
don't think I have completely become a Japanese person.) (Q7: 14)
Other students echo this idea, emphasising their own responsibility in becoming a
Japanese person:
*AL
(There are still many things that I must study as a Japanese person.)
"1 (Q7:24)
The sense of responsibility expressed by students is slightly different from that
expressed by Monbusho. While Monbusho emphasises responsibility for the
development and reputation of the national group, students emphasise responsibility for
their own development of knowledge of the group. Monbusho assumes full
membership of the national group, whereas many students do not yet consider
themselves to be 'full' members of the Japanese national group. This leads to a
distinction for many students between the immediate groups to which they know they
belong, and the national group, of which they are still working towards membership. It
also contradicts the ethnic-genealogical model of national identity described in section
2.1 and the nihonjinron theories of national and cultural identity as rooted in Japanese
blood (section 4.2).
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Monbusho explicitly recommends the development of an emotional attachment to the
national group, focusing on respect and love for the country. Although students exhibit
and express emotional attachment to the immediate group (see section 10.1), such
attachment to the national group is not often explicitly voiced. Implicitly, though, some
examples of the attachment desired by Monbusho are apparent, as in this comment
written in a moral education class:
.c1)*	 C1
(This Japan is a busy country, but it's a very good country.) (Wi: 4)
Other students explicitly reject such attachment to the nation. One boy, who rated
himself at '2' on the scale of Japaneseness, explains that:
$)j'j JL?E2Z<
(Japanese people are not broad-minded) (Q7: 117)
The degree of attachment to the nation is closely related to the positive or negative
image of the nation. It is only natural that, as students' images vary, so does their sense
of attachment to the nation.
Finally, the notion of improvement, although apparent among students, diverges from
its Monbusho interpretation. The concept of improvement of the national group, as
stressed by Monbusho, is not evident in student comments. In fact, in comparison to the
context of the immediate group, improvement as a theme is very much de-emphasised.
In the questionnaire I conducted, there were many references to lack of knowledge and
the need to know more before students could consider themselves national citizens, but
only one student specifically uses the phrases of self-improvement so often repeated in
the immediate group environment. One student remarks:
(From now, there are still many things to learn, and I have to improve my
own spirit and heart.) (Q7: 39)
Student interpretations of expectations of self vis-a-vis the national group are, therefore,
quite different to Monbusho expectations and to their own expectations in the
immediate group. Although similar terms are used by Monbusho and the students,
students place much less emphasis than Monbusho on the contribution of the individual
to the national group. The root cause of these differences is that many students do not
yet consider themselves to be full members of the national group due to lack of
knowledge or maturity. This is a stark contrast to Monbusho assumptions of
homogeneity and birth as criteria of Japaneseness (see section 10.2).
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Student ratings and explanations of their own Japaneseness also serve to define their
interpretations of the national group and its role in the life of the individual. The roles
of the immediate and Monbusho-defined national groups - that is, protection, discipline
and responsibility - are noticeably absent. What remains is the group function of
providing status to the individual. In student explanations of what makes them Japanese,
or what features define their status as Japanese people, the categories of genealogy,
territory, language, culture, knowledge and way of thinking were prominent (Q7). The
genealogical function of the group was identified by 5% of students, who explained that
they were Japanese because they had Japanese parents or because they looked like
Japanese. This function overlapped with the territorial function. It was noticeable in the
questionnaire that the 10% of students who defined their Japaneseness as due to being
born and brought up in Japan and the 2 who cited their legal Japanese nationality all
marked themselves as '5' on the scale of Japaneseness. It appears from this evidence
that the function of the group as a territorial-legal-political group assures the most
secure identity as a Japanese person at individual level. When students claim that being
born and brought up in Japan as what makes them Japanese, however, it is unclear
whether their concept is purely territorial or incorporates other factors.
One striking point to emerge from the questionnaire responses, however, was that
references to the genealogical and territorial aspects of the national group were vastly
outnumbered by references to the linguistic and cultural aspects of the group. For
students, as for Monbusho, national identity appears to be inextricable from cultural
identity. The importance of language in national identity has already been illustrated by
the students whose perceived lack of perfection in the use of the Japanese language led
to the belief that they can not yet be full national citizens. Japanese language ability,
whether positively or negatively assessed, is a vital aspect of the national group. 17% of
the students cited the national language as the key to their identity as Japanese. The
majority of these students stated that they were Japanese because they could speak the
language, with the rest choosing to focus on their still imperfect knowledge of the
language. Even more numerous, though, were comments which referred to other
cultural aspects of being Japanese. 28% of students explained their Japaneseness
through reference to such aspects. The aspects of culture students focused on were wide-
ranging. Some students refer to religious aspects of national culture:
-:Ctj	 *5<L-1
(As we're Shinto, and that's the Japanese state religion, I thought I'd put
'5'..) (Q7: 32)
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Others state that knowledge of national history and culture are necessary to be a 'proper'
Japanese person. An emphasis on traditions, particularly traditional arts and crafts, was
noticeable, and reflects Monbusho's emphasis on Ihe importance of teaching students
about national culture and traditions. One girl balances linguistic and cultural aspects in
her definition of what it means for her to be Japanese:
*Th	 /' 1 -
(I've only tried one Japanese traditional cultural art so far, but I can speak
Japanese.) (Q7: 35)
Other students claim that participation in classes such as (shodou, brush
calligraphy) makes them Japanese. All students hive lessons in calligraphy in school
and, at - r1, 12.3% of the students take calligraphy classes outside school (F8:5).
Another 1.2% of	 '1 students take classes in other traditional Japanese cultural
pursuits such as .5 A (abacus) and (flower-arranging). In addition, a
minority of students at - '1 (approx. 8%) belonged to school clubs which practise
traditional Japanese sports such as kendo, judo and sumo (F4: 1). One member of the
kendo club assesses the effect of this on his sense of national identity:
f i 	 *QYt/u	 lr0
(In club activities, I'm acquiring Japanese tradition through wearing
hakama and so on.) (Q7:60)
For these and other students, then, Japaneseness is epitomised by cultural traditions. For
other students, being Japanese means living a Japarese way of life. A Japanese way of
life is defined by students as living in a Japanese-.tyle house (with tatami etc.), using
chopsticks and eating Japanese rather than Western food. For many students, this is an
area of conflict in their national and cultural identitics, as this girl expresses:
U/
(I eat bread, and celebrate Christmas even though I'm not Christian, so
I'm not pure Japanese style.) (Q7: 23)
Other students also raise this idea of being 'pure' Japanese, usually to claim that they are
not. Like the ideas of 'perfect Japanese language' and 'complete understanding of
Japanese culture' quoted above, this notion seems to be an ideal rather than a reality.
For students, the national group provides a set of ideals. In contrast to the immediate
group, where ideals and aims were achievable with effort, these national ideals supposed
by students are unattainable. Nobody has a complele understanding of Japanese culture,
and it is extremely doubtful that anybody lives a 'pure' Japanese way of life, if such a
thing even exists. For the 16% of students who explicitly base their national identity on
genealogical and/or territorial grounds, the issue is relatively unproblematic. For the
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51% who explicitly state that national identity is developed through life, through the
acquisition of cultural and linguistic abilities and/or maturity, self as a Japanese is a
more fragile concept. This is reflected in the students' own ratings, with the 16% in the
former category having a average rating of 4.85 on the self-evaluated I to 5 scale of
Japaneseness. The 51% of students in the latter category, by contrast, had an average
self-rating of 3.74. For these students (and probably others who did not make their
reasons explicit), the national group provides a set of ideals to the individual, but the
individual does not consider himlherself able to meet these ideals. This relationship of
the self and the group stands in stark contrast to the nurturing, symbiotic relationships in
the immediate environment.
Turning the focus to characteristics of the national group, the unity and equality
advocated by Monbusho are virtually ignored by students. Of course, Monbusho is in
an advantaged position to express ideas about national unity and equality. Individual
students do not have that national perspective. Monbusho sees the wood while the
students see the leaves. Although students do not express ideas about unity and equality,
except in their acceptance of the concept of a national culture and way of life, they do
comment on group boundaries. One student uses the often quoted geographic boundary
as an argument for insularity:
(I think that because Japan is an island country, we haven't had contact
with foreigners.) (WI :32)
Most other students do not quote such obvious boundaries, but one point which came
through in the questionnaire (Q7) was that many students see 'Japanese' and 'foreign' as
mutually exclusive categories, where Japanese is interpreted as the ideal of 'pure'
Japaneseness rather than any reality. One student describes why she considers herself
"quite Japanese":
')*AU< *
	
Ut/.!J FUC
--cL	 c-cA tU*AL
<t'/j	 1Jt	 7<EI
(In the Japanese way, we're always talking Japanese, and we eat using
chopsticks, and even wear kimono, so we're Japanese, but there are days
which aren't very Japanese. That's when we sometimes do things like use
knives and things that foreigners use a lot in everyday life.) (Q7: 73)
Here, there is a clear boundary drawn between a Japanese way of life and a foreign way
of life, and the two are viewed as mutually exclusive. Any foreign objects or habits
appear to be seen, by this student, to diminish the Japaneseness of the way of life. As
always, group boundary lines are more firmly marked when the national group comes
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into contact with a foreign group. This is even more true when the 'foreign element' is a
person rather then a knife:
U*Ac
(We are genuine Japanese people, so we are different in various respects
from international people.) (Q7: 101)
The term IJ I A. (kokusaUin) is problematic here. Although it literally means 'an
international person', and is recognised in that sense by Monbusho, it is rarely used by
Monbusho (see section 10.3 for exception) or schools, replaced by the phrase "a
Japanese person in an international society". This means that it is a phrase which, like
tI1t (kokusaika) itself, is open to multiple interpretations (see section 4.3). For this
boy, an international person seems to be equivalent to a foreigner, and the boundaries
between the inside national group and the outside world could hardly be more clearly
drawn.
This boy holds one particular view. Other students hold completely different views of
national identity and the national group. This section has aimed to demonstrate the
plurality of views held by students, and their divergence from the official Monbusho line.
It has also tried to demonstrate that, for most students, self in the national group is not
comparable to self in the immediate class, club or school group. The consistency of
Monbusho interpretations of self in the immediate and national groups crumbles at
student level. Students still see themselves as Japanese, but the relationship of self and
the group, and the roles of self and the group, are qualitatively different.
1O."5 Self in the world - student views
As in the nation, student views of self in the world vary with the individual. Although a
Monbusho view of self in the world was definable, there is no such thing as "a student
view". This section will try to cover a range of student views, drawing out patterns and
generalities where they exist. Again, it will follow the structure of section 10.1,
discussing the basic relationship of self and the world group or sphere, the expectations
of the individual and the group, and the characteristics of the group as perceived by
students.
One generalisation which can be made is that student views of self in the world diverge
from Monbusho views. The transition from individual in the group to Japanese person
in the world which is crucial to Monbusho interpretations of intemationalisation does
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not seem to exist in student views. The lack of a commonly used term for an
international person (as opposed to a Japanese person in an international society) makes
it difficult to separate student ideas about national and international identity. For some
students, it makes it difficult to have any ideas, as they comment, for example:
A'5cO7	 t1,\
(I don't really know what an international person is.) (Q7: 16)
At the same time, the lack of preconceptions and cultural loading associated with the
term gives students greater freedom to express their own ideas, and this opportunity is
taken by many students, with a wide range of answers given in response to a request to
define the term 1l J A (kokusaUin). Among the definitions given, the notion of a
Japanese person in an international society is not cited once. 18% of students define an
international person as a foreigner or someone living in a foreign country, that is, a
definition which has no relation to themselves. For the remaining 72%, the definition is
relevant to themselves. That is, they are, or have potential to be, 1 1 A (kokusaUin).
Without exception, these students' definitions are based on identity as an individual
rather than national identity. For the majority of students then, the relationship of self
and the group is carried through into the international sphere, not usurped by the
category of Japanese person in the world. This is highly significant, and its
implications will be drawn out in the rest of this section.
As in all other group contexts, many students claim that self-awareness is important in
the international sphere. Students themselves claim that their level of self-awareness as
a person in the world is still low. This student's comment is typical of many:
) otcO	 UVJ
(The reason I don't really think I'm an international person is that I don't
have much consciousness as one.) (Q7: 77)
Other students, as in the national sphere, claim that they are still too young or immature
to recognise themselves as international people. These comments are reflected in the
self-rating of I to 5 on a scale of how international students considered themselves to
be. Obviously, the rating depended on the individual's definition of what an international
person is. Nevertheless, the fact that only 3% of students considered themselves to be
very (5) or quite (4) international stands in stark contrast to the 70% who considered
themselves as very or quite Japanese. Self-awareness as a member of the world group,
at junior high school level, still lags far behind self-awareness as a member of the
national group.
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Although self-awareness within the international sphere is recognised by the students
themselves as low, many students still have clearly defined ideas about how they, as
individuals, should be in the world. One of the ideas which is quite strongly emphasised
is the idea of taking on responsibility and fulfilling a role as an individual in
international society. Students' interpretations of this role seem to be consistent with
their ideas of responsibility in the immediate group of the school and class (see section
10.1). The role involves personal involvement and a contribution to the group and to
the other members of the group. At the abstract level, this student describes how she
could become more international:
I1
(Think more seriously about other countries and, if there is anything I can
do, tiy to be able to help them quickly.) (Wi: 29)
At - 4', words were also put into action by the Student Council, who organised student
projects to send aid packages to Cambodia and the former Yugoslavia. These projects
were promoted by the Student Council as L t	 1i I t (the international
contribution we can make) (Fl :11). Through this project, all students at - were
made aware of their individual responsibility in the world, and were involved in
practical measures to do something about it. Students in other schools, who were not
involved in such projects, also considered a sense of responsibility in the international
community important, but tended to focus on the absence rather than existence of such
consciousness. This student's explanation of his self-assessed lack of international
identity was echoed by several others:
L'U'
(It's because I don't do anything international.) (Q7: 90)
In the nation, students' interpretation of their responsibility was limited to a
responsibility to learn more about Japan, to perfect their language and their knowledge
of Japanese culture, history and so on. In the international sphere, the interpretation
reverts to the responsibility of the individual to actively contribute to the welfare of
other people in the world group. In terms of ideas of responsibility, students' ideas of
self in the international sphere are much closer to their ideas of self in the immediate
group than self in the nation.
In the area of emotional attachment to the group, students' interpretations diverge again
from their ideas of attachment to the national group and from Monbusho ideas.
Whereas Monbusho de-emphasised attachment to the world group, using the
international context to reinforce attachment to the national group, some students do
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express a sense of emotional involvement in the international sphere. This student
explained her ideas in an essay for a speech contest:
What is a family for us? We have learned that a family is a group of
people who are all linked in kinship or in affection at school. But I could
not understand it very well, for I am sure that we are all members of the
large family on the earth, even if we do not have any kinship.., if people
in the world do not cooperate and help each other, how will we or the
earth be? (F7:2,26)
It is interesting that this student completely bypasses the national group. She certainly
does not portray herself as a Japanese citizen in the world. Instead, just as other
students did with the notion of responsibility, she applies the concepts of the immediate
world and groups to the international sphere. In likening the world to a family group,
she also extends the symbiotic relationship of self and the immediate group to the
international arena, claiming that both individuals (we) and the group (the earth) will
suffer if people don't co-operate and help each other. The very terms of co-operation
and mutual help are drawn directly from the immediate group context. This is one end
of the scale of emotional attachment in the world context. Many students, though, do
not express such sentiments, either because they do not see themselves as members of
the world or because they do not have an interest, or recognise their own role or
responsibility in the world.
As in other areas, student ideas of the improvement in the international sphere are based
on active engagement as individuals rather than representation of the nation. Like
Monbusho, students are concerned with the theme of world peace. One student's
recommendation for internationalisation is this:
(Not to make war, but to work for peace.) (Wi: 14)
This notion of self as a contributor to world peace is probably the aspect shared most
firmly between students and Monbusho and between students and students. There was
no evidence at all in my data to suggest any dissent, on any side, to the idea of working
towards world peace. Indeed, world peace and internationalisation are often bracketed
together as synonymous in school documents and student writing (e.g. F2:3). The idea
of improvement of the world through working towards world peace is one of the most
consistent and strongest policies and practices relating to internationalisation throughout
all levels of Japanese education.
The above discussion covers most aspects of self in the group, but for students, there is
an additional, vital aspect to the development of self in the international world. As in
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the Monbusho interpretation of self in the international sphere, this relates to ways of
thinking and seeing. Unlike the Monbusho interpretation, students do not emphasise the
assertion of their own ways of seeing and thinking in the world, or the promotion of the
national tachiba. The aspect receiving more attention from students is the development
of the ability to change their own ways of seeing and thinking (see section 9.5). In the
questionnaire on students' views of themselves as international people (Q7), 8% of
students defined a IIA (kokusaUin) in terms of a way of seeing or thinking about the
world. Examples of these definitions include the following:
(The kind of person who can look at the world from a wide perspective.)
(Q7:5)
(Someone who can think in different ways (in a world way etc.)) (Q7:
107)
These ideas of thinking in different ways and from a wide perspective contrast with
Monbusho's recommendation of a Japanese way of seeing and thinking in the world.
They reappear as significant to students in solicited questionnaire answers and
unsolicited essays and comments. The idea of widening one's mind or opening one's
eyes to the world is a particularly strong one, as illustrated in section 9.5. After the
project described above at - to send parcels to Cambodia, the Student Council
published the following message to all the students in the school:
.::tLtJ:) j-1
(We think that from now on, too, we have to keep our eyes turned out to
the world.) (Fl :25)
In piactical terms, this opening to the world leads to changes in the ways of seeing and
thinking of individuals. The study of English is supposed to have a key role in
internationalisation and, for some students, the experience of studying English does
change their way of seeing and thinking, as this student recounts:
My English ability is still poor but I hope it will improve and that my
outlook on English will also be broadened. My encounter with English
has been a wonderful experience. It has broadened my horizons. (Fl: 21)
For this student, the 'broadening of horizons' was due not only to English classes at
school, but also in large part to the experience of corresponding with a penfriend. This
raises a point common to many student accounts and lacking in Monbusho guidelines.
For Monbusho, the development of self in the international arena is portrayed as a very
impersonal process. For students, by contrast, the scenario of the immediate group is
carried over into the world context. It is personal involvement and personal contact
which trigger the changes of ways of thinking and seeing judged necessary by students
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to develop their selves in international society. This is explicitly stated by one student
as follows:
BoU	 UU
U5O
(When I first met a foreigner I thought they seemed frightening, but then
I thought they seem to be quite nice people once you try speaking to
them.) (Q4: 56)
The role of the school in providing this kind of personal contact and thus opportunities
for students to develop their ways of thinking and seeing is demonstrated by the
following girl's account of how she changed her way of thinking about foreigners:
9	 A^ UUlUtU
LC	 5 l: 9	 L
.Jz
(When I first saw Lynne, I looked down on her a bit as a foreigner. But,
through having lessons together so many times, I came to think that both
we and Lynne are the same human beings (ningen).) (Wi: 22)
This example illustrates not only the process of the change of ways of thinking and
seeing, but also the extension of group boundaries from the 'us' and 'them' advocated by
Monbusho to the 'us' preferred by many students. This point will be returned to later in
this section, while Chapter 11 will examine in depth the role of and attitudes towards
personal contact in internationalisation.
For many students, then, the concept of self in the international world bears little
resemblance to self in the nation, but is remarkably consistent with the concept of self in
the immediate group. Of course, this is not true of all students. There exists a
substantial number of students for whom the international sphere is irrelevant and/or
distant. One generalisation that can be made, though, is that students do not
demonstrate or advocate the Monbusho policy of Japanese citizens in the world.
Whether students are interested in the world or not, proud of their national identity or
not, they consistently see themselves as individuals, rather than Japanese people, in the
world. This is a major divergence from Monbusho policy. At the same time students,
like Monbusho, do not seem to have any great expectations of the international group
vis-a-vis the individual. The relationship for students seems to be balanced in favour of
individual contribution to the group rather than group functions for the individual.
Although the world group does not appear to have significant functions for the
individual, it does have characteristics as a group. Like the immediate group, and in
contrast to Monbusho recommendations, unity is at the forefront of these characteristics.
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Again, this is not true for all students. Asked for his opinion of foreigners, one student
replied that:
H*Ac!	 'JtOZ
(I feel that they're people from a different world to Japanese people.)
(Q4: 77)
In complete contrast, one of his classmates remarks:
5o
(As the human race, we are all brothers.) (Q4: 80)
This student's appeal to humanity as the common denominator among all people,
whatever nationality they are, is a popular one, and reflects theories of global and
transcultural identities discussed in section 2.3. The most commonly used term in such
comments is A Ii1 (ningen), which echoes the basic ideas of self across all group
situations (see chapter 7). For example, this student suggests:
AUAi1c Ujso
(I think it would be good if everyone thought of foreigners as the same
human beings (ningen).) (WI: 30)
This theme of unity implies equality in the international sphere just as it did in the
immediate world. It also leads to the de-emphasis of national boundaries, in favour of a
view of a united world without boundaries. This view is expressed by the head of the
Student Council at - in an essay she wrote:
—7'-\'
J	 o	 I-
-r:-9
—
o't0 *L
t — LLUi*'t0
(The astronaut Mamoru Mon says that, looking at the earth from a space
shuttle, "I could not see any borders on the earth.". One single earth.
Now I think that we have to help and support each other across the
borders. I too want to act, little by little, starting from the small things,
as one of the members living on this earth.) (Fl: 28)
For this student, and others like her, identity of the self in the world has nothing to do
with national identity or being a representative of Japan in the world. A world of
national boundaries is replaced by a world of no boundaries. In the terminology of
chapter 2, national and international identity are subjugated to global identity. Such a
view is very different to the Monbusho use of internationalisation to strengthen national
identity and reinforce national boundaries. Again, though, this should not be taken as
th student view. At the other end of the scale are the students, quoted earlier, who see
'Japanese' and 'international' as mutually exclusive categories, including several students
who give as their reason for disliking English, "	 * A t	 " (because I'm
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Japanese) (e.g. Q5: 805). For these students, national identity seems to be threatened by
anything international, including the study of a foreign language. Most students
probably lie somewhere between these two poles in their conceptions of the
international world and their image of themselves in this world.
10.6 Summary
The basic relationship of self and the group is the relationship demonstrated in the
immediate group of the class, club and school. It is a symbiotic relationship in which
the individual works for the group, the group works for the individual and both group
and individual develop through participation. The expectations of the individual are
self-awareness as a member of the group, assumption of roles and responsibilities in the
group, commitment and an attachment to the group, and improvement of the group. The
expectations of the group are that it will provide status, protection, discipline and
responsibility for the individual. Among the shared characteristics of these groups are
their emphasis on unity and equality, and the establishment of boundaries separating
them from other groups. These are the basic principles of the individual and the group
in the immediate environment. At the national and international levels, these principles
are applied by Monbusho, school and students to ideas of self in the nation and in the
world. However, different elements are applied to different situations by the various
parties.
For Monbusho and students, national identity involves the relationship of the self as an
individual to the nation. For both Monbusho and students, being Japanese incorporates
aspects of all the various models of national identity discussed in chapter 2. Aspects of
both the ethnic-genealogical and civic-territorial models proposed by Smith (1991)(see
section 2.1) are evident in Monbusho and student interpretations of their own national
identity. For example, Monbusho's emphasis on the teaching of the Japanese
Constitution leans towards the civic-territorial definitions, while some students'
definition of themselves as Japanese because of their appearance leans towards an
ethnic-genealogical definition. Likewise, Kellas' (1991) ethnic, social and official
models are all apparent in Monbusho and student definitions of self in the nation. The
backbone of national identity for both Monbusho and the majority of students is not
found in any of these particular models, but in the development of cultural identity (see
section 2.1). Cultural identity is held by Monbusho and many students to be
synonymous with national identity. This is why Monbusho's efforts to strengthen
national identity among students are focused on the aim of protecting and continuing
210
Chapter 10	 The belonging self
Japan's culture and traditions. It is also why many students identif' themselves as more
or less Japanese by their participation in traditional arts or details of their way of life,
such as whether they eat mainly Japanese or Western food. Up to this point, there is a
high level of consistency between Monbusho and student interpretations of self in the
nation. Then the divergence begins. Firstly, Monbusho assumes that the pattern of self
and group which is commonly accepted in the immediate environment can be applied
wholesale to the national group. For students, this is more problematic. Although they
have self-awareness as Japanese people, they do not have the same sense of
responsibility, commitment, attachment or engagement in the national group as they do
in the immediate group. Neither do they have the same expectations of the national
group as they have of the immediate group.
At the international level, too, there is a certain amount of common ground between
students and Monbusho. Monbusho and most students agree that internationalisation is
desirable. They also agree that one of the key aims of internationalisation should be a
contribution to world peace. From the most basic level of self in the world, however,
differences emerge. For Monbusho, self as an individual is subjugated to self as a
Japanese person, and the sense of the world as a group is veiy weak. Self as a national
citizen is expected to establish and interact from a Japanese tachiba, asserting one's
Japanese ways of thinking and seeing in the international sphere. Relating this
interpretation to the theories explained in section 2.2, Monbusho's view approximates
to Hofstede's (1991) opinion that internationallintercultural identity is equivalent to the
belief in one's own values and the establishment of one's own identity in intercultural
encounters. Internationalisation, for Monbusho, goes no further than the early stage of
international and intercultural identities discussed in section 2.2.
For students, by contrast, the view of self as an individual in a world group is consistent
with views at the immediate and national levels. It is not usurped, in any student data,
by a view of self as a Japanese citizen. Naturally, as an individual, a wide range of
selves in the world is apparent. In terms of the theories explained in chapter 2, these
range from the mononational/monocultural to the globalltranscultural. The
mononationaL'monocultural self is the student who thinks s/he cannot be international,
and should not even have to learn a foreign language "because s/he's Japanese". For
such students, national identity is threatened by anything international. The early
international/intercultural stage student may hold a similar view to Monbusho, but as an
individual. At the later stage of international/intercultural identities is the student who
is "opening his/her mind to the world". Finally, a few students exhibit
global/transcultural identity. These are the students who, as defined in section 2.3, are
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able to step outside the national boundaries and see themselves as members of the world
rather than members of the nation. It is at this stage that students seem to return to the
fundamental ideas of self as a ningen, explained in chapter 7. This idea, that the largest
scale group membership is equivalent to the most basic, personal self, supports
Robertson's (1991: 77) definition of globalisation as the universalisation of
particularism and the particularisation of universalism (see section 2.3). Among
students, then, the range of views of self in the world is complete, and provides a
striking contrast to the single view recommended by Monbusho.
Discussion in this chapter has been limited to the construction of identities in the
immediate school, national and international groups. This provides a partial, but not
complete, picture of how Japanese junior high school students see themselves in the
nation and the world. To obtain a fuller picture, it is necessary to examine how the
students see not only themselves, but others, and their relationships with those others.
The next chapter will, therefore, take a different perspective on self in the immediate
school context, and in national and international spheres, turning to look at human
relations, both in and out of the group context.
212
Chapter 11
The relational self
***
Chapter 11	 The relational self
A M (ningen kankei, human relations) is a constantly recurring theme in Japanese
education from the earliest stages. It is also a theme which is explicitly within the remit
of the school and the role of the teacher. One student describes what happened after an
incident in which some boys made fun of another student:
Then our homeroom teacher came. She made all the students sit down
there and then. And she asked, "Why, what happened? Did the boy say
something that you didn't like or did the boy do something disagreeable
to you?". After that, we were all in the classroom. It was our English
class. She didn't teach English at all. She talked and talked about the
importance of human relations. I saw tears in her eyes (F7: 18).
This is not an isolated incident. I witnessed a similar cancellation of a class for the
homeroom teacher to talk seriously and emotionally to students about the importance of
human relations after a dispute between some classmates about who would be in which
group for the year camp (07: 27).
As explained in chapter 1, human relations are vital to a sense of self, and this is as true
in Japan as in any other countzy, as detailed in chapter 3. This emphasis on human
relations appears from the earliest stages of the students' education. In chapter 5,
various aspects of human relations in the immediate environment of pre-school and
elementary school were discussed. These aspects continue into the junior high school
years, with one of the four content areas of the moral education guidelines, for example,
dealing with (tt C) A ^ (7) ?	 ) 1. t	 (things relating to involvement with
other people) Monbusho, 1989e: 26). This is clearly distinguished from the
section quoted in chapter 10 which deals with matters relating to membership of groups
and society. Obviously, there are connections between membership of groups and
humati relations, but human relations are not governed purely by group boundaries.
Human relations within the group are complemented by human relations across and
despite group boundaries.
At the junior high school stage, human relations extend to include relations with people
in other countries and relations with unknown others. These relations with others
outside the immediate environment are critical in the individual student's construction of
his/her national, international, global and cultural identities. This chapter will begin by
exploring some of the basic ideals, attitudes and practices of human relations in the
immediate environment of the class and school. It will then go on to examine how far
these ideas are transferred to ideas of human relations in spheres outside the immediate
environment. As in chapter 10, Monbusho and student views and interpretations of
human relations in the international sphere will be separated, as significant differences
emerge between the ideas of Monbusho and the ideas of the majority of students.
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Unlike chapter 10, there will be no section dealing with human relations in the spatial
sphere between the immediate environment and the world. The reason for this is simply
that human relations in this sphere are not subjected to comment or discussion by
Monbusho or by students in the data I have. Rather than artificially imposing discussion
for which there are no supporting data, this sphere will be left blank.
11.1 Human relations in the immediate environment
As mentioned above, human relations in the immediate class and school environment
are the subject of explicit concern and teaching in junior high schools. The subject of
"human relations" is difficult to define, covering as it does most aspects of life. Broadly
divided, however, human relations as they appear at - '1 and the other schools I was in
range over three realms of being. These three realms recycle the categories which
appeared in chapter 9, and are:
• ways of feeling
• ways of thinking and seeing
• ways of acting and speaking
"Ways of feeling" encompass the emotional aspects of human relations, and the basic
ideals upon which human relations are constructed. At the root of all human relations is
a respect for life. This is a principle espoused particularly by Monbusho, and which lies
at the heart of the moral education guidelines, as explained in the general guidelines of
the 1989 reforms (1', Monbusho, 1989a: 31):
kQ) )pco
(The aim of moral education, rooted in the basic spirit of the
Foundational Law of Education and the School Education Law, is to
[cultivate] a spirit of respect for humans and a sense of awe and respect
for life which is promoted in the concrete daily life of the family, the
school and the rest of society...)
From a deep respect for life emerges A 1 (ningen ai, love of human beings). This
love of human beings is at the heart of human relations and of the emotional
development of the individual student. In the guidelines for moral education,
(Monbusho, l989e: 27) explains	 (ningen a!) in this way:
1'h) Q)1-c\
A
to:<•.
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(In relations with other people, it is extremely important, as a human
being, to acquire and deepen a spirit of warm love for humans. Love for
humans is based on a spirit of respect for humans and a sense of awe and
respect for life...)
This love for humans does not only remain an abstract Monbusho ideal. It is also
apparent as a principle of the way in which teachers should relate to students. For
instance, a prefectural newsletter advised teachers to understand children with love and
sympathy (F9: 1,3). At the next level down the educational hierarchy, a teacher asks his
students:
5/yo
(In the two years ofjunior high school life you have left... I wonder
whether you will become able to love other people.) (DlO: 9)
This emphasis on the way of feeling towards others endows human relationships with a
depth which roots all other aspects of relationships with others. The outward
manifestations of this love and respect for others are seen in ) 1 '- ) (omoiyari,
consideration for and kindness to others). Again, consideration and kindness are
advocated at all levels of education. For Monbusho, the connection is made explicitly
(il' 1989e: 29):
':	 )*5< AP:f-
7
(At the foundation of a considerate heart, there has to be a deep
understanding of and sympathy for human beings based on a spirit of
respect for human beings.)
At the school level, the development of )'Ji ' 9 in students is part of the main school
aims of — ' (F2: 1,4). Consideration for and kindness towards others is closely linked
to the development of empathy, as described in section 9.3. In messages from teachers
to students, there is frequent reference to the desirability of consideration for and
kindness towards others. For example, one teacher gives the following message to
students:
i1'	 " UC
(Please try not to forget to be considerate of others, and take on various
challenges.) (D9: 37)
Hand-in-hand with the consideration of others is the feeling of gratitude towards others.
Gratitude involves consideration of what the other person has done for the self.
(Monbusho, I 989e: 27) defines the importance of gratitude like this:
cAk:/
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(If one realises that one exists today because of the support of many
people, then a heart full of gratitude towards other people should
naturally emerge. Consequently, it is important to guide students to think
deeply about the meaning and the way of interacting with others with a
heart of gratitude.)
At - '1, the feeling of gratitude is considered important enough to be included as one of
the "Five Hearts" motto of the school. This leads to weekly school aims such as the
following:
IvU/::J
(Let us have a heart of gratitude which says, "Thank you".) (Fl: 12)
The development of this "heart of gratitude" is the focus of specific lessons. For
example, the stated aim of one moral education class taught at - 4' is:
	j:u'c.	 ,. o)t <,
	
U't	 \JD Qi
(To foster an attitude of not taking people's kindness for granted, but to
remember at all times a heart of gratitude, and to interact with people
with a spirit of consideration.) (F2: 12)
Transferred to the student level, this notion is seen in the aims of the student committee
for school lunch. One aim is:
(To think of the work put in by the ladies who make our school lunch,
and to eat lunch without leaving anything.) (F 1:1,5)
From Monbusho through school to the students, then, respect for and love of other
peopl is encouraged through feelings of consideration and gratitude. The final way of
feeling which is important in the immediate environment is trust. Trust is advocated
between students, and between students and teachers, by Monbusho, school and students.
IS' (Monbusho, 1989a: 33) declares that school education is built upon these
relationships of trust. At - '', there is agreement that a relationship of trust between
the teacher and student and between students is the foundation of good education. So it
is that a message from the principal to the teachers urges them to:
• •
(strive to be trusted by the students...) (F3:13,l)
A similar refrain is found in the year aim for second year students, which states the aim
of teachers for this year should be:
• •	 1U:: —:s<	 e
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(to bring up students who can build rich human relations based on mutual
trust, and who can improve together.) (F3: 16,2)
Along with feelings of respect, love, consideration and gratitude, then, trust is a building
block upon which to interact with others. These ways of feeling provide the depth, the
foundations, upon which human relations are constructed. It is probably for this reason
that Monbusho, schools and students are all concerned with the basic way students feel,
or ought to feel, towards other people.
"Ways of thinking and seeing" include attitudes towards others and the individual's
approach towards interaction with others. At the centre of ways of thinking and seeing,
running parallel to the respect for life which is at the root of ways of feeling, is a respect
for the other. This is a theme which is apparent at Monbusho, school and student levels,
but which is particularly stressed by Monbusho. The importance of respect for the other
appears repeatedly in Monbusho documents, in guidelines for subjects as diverse as P.E.
(itl'-' 1989b: 78) and Japanese l' 1989d: 58). The most comprehensive
coverage, however, is given in the guidelines for moral education. One sub-section
within the area of relations with others deals with the following theme:
l:t
(To respect various individualities and positions, to understand that there
are various ways of seeing and thinking about things, and to have a broad
mind which humbly learns from others.) 	 Monbusho, 1989e:
30)
Here, respect for the other is explicitly linked to acceptance of diverse ways of thinking
and seeing and a willingness to change one's own ways of thinking and seeing (see
section 9.5). In school, this link is not made so explicit, but respect for the other
continues to be emphasised. For example, one monthly student guidance aim at -
begins:
(To respect the other's personality..) (F2: 3)
Closely related to this respect for others is the concept of making the other important.
This appears more frequently in the school than in Monbusho documents. One element
of the "Five Hearts" motto at 	 is:
(The heart which makes other people important by saying, "Good
morning".) (F2: 1,5)
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This idea of making other people important is reinforced throughout the school among
pupils and teachers, and is also included in letters to parents, as in the following
example:
—)—)J:-
t1I'O
(We want to make students think that they are all important to each other
as schoolmates, and to foster a spirit of making each individual
important.) (F5: 3,6)
The encouragement of this way of seeing others as important is complemented by an
emphasis on looking for the good and potential in other people, rather than picking out
faults. Self-reflection, as explained in chapter 8, means identifying and correcting one's
own shortcomings rather than the faults of others. This coupling of looking for one's
own faults with focusing on others' good points is rooted in the combination of Buddhist
ideals of self-improvement and Shinto ideals of inherent goodness, as discussed in
chapter 3. In practice, the ideal of looking for goodness in others is illustrated in a
prefectural newsletter (F9: 1,2), which advises teachers that:
• •
(It is becoming important to strive for the realisation of education which
brings out children's goodness and potential.)
In a similar way, in a speech outlining his own philosophy of education, the principal of
—
4' says that:
kcO'<Ui'0 Abt
-lttQ) 7t	 '1t1. C)A
(I want to make a real effort to find the good side of people. Human
beings have both strengths and weaknesses, and I want to have eyes
which do not focus on the faults, but which see the good in each person.)
(F9: 4)
Looking for the good in other people, and making them important, implies a view of
human relations which are built on tolerance and thinking the best of others. Indeed, a
section in the Japanese textbook on how to take part in discussion explicitly advises
students to think of the other people in the discussion as friends Mitsumura
Tosho, 1996b: 17). This emphasis on harmony in human relationships - which is what
respect for the other, making the other important and thinking the best of the other
converge towards - does not necessarily lead to conformity, as the nihonjinron theories
discussed in chapter 4 suggest. Of course, this is a possibility, but an alternative
construction, and one which is portrayed as more desirable by Monbusho and schools, is
that respect for the other and tolerance of the other lead to an acceptance of individual
219
Chapter 11
	 The relational self
differences without prejudice or discrimination. In the moral education guidelines (
Monbusho, 1 989e: 36), this concept appears as the following aim:
Ail I
	 UYL1E	 a)
OCJc9
(To hold justice in high esteem, to treat anybody fairly and equally, to
have a spirit of social solidarity and to strive to do all one can towards
the realisation of an even better society which has no discrimination and
no prejudice.)
This is the overall picture of the way of seeing others without prejudice or
discrimination. For the reality of what this means to individual students, this essay
provides one illustration:
...Before I thought, "Same is good. Different is bad." But now I respect
differences. In my class there are many students who have their
individualities. One boy is a good athlete, but he isn't good at studying.
Another girl is good at neither sports nor study, but she is very kind. All
of them are different, yet they each have their good points. Nowadays
there are two big problems in junior high schools in our country. Some
students refuse to attend school and some students suffer from bullying.
I think that the biggest reason is that we students seek sameness and
drive out people who are different. If we realize the importance of
difference, surely it will be a great first step to the solution. Let's respect
differences without prejudice. (F7: 2,30)
This student's essay demonstrates the switch between the two interpretations of
harmonious human relations outlined above. She lucidly describes her change of way of
thinking from harmonious human relations as conformity, or sameness, to harmonious
human relations as tolerance of differences without prejudice. Both interpretations are
base4 on the same premises of respect for the other and looking for the good points of
the other. From shared foundations, however, very different ways of thinking and
seeing are possible. This student shares with Monbusho the idea that human relations
should be founded on respect for differences without prejudice. Other students, as she
suggests, still see harmonious human relations as sameness, or conformity. These
various interpretations lead to various ways of seeing and thinking about human
relations, other people and the self.
"Ways of acting and speaking" refers to human relations as they are actually practised in
the immediate environment. These are the directly observable aspects of human
relations. The class and school context, by its very immediacy, engenders ways of
acting and speaking which are based on direct communication and contact between two
or more people. In this environment of face-to-face, immediate contact and
communication, ways of speaking to others assume a position of importance to
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Monbusho, school and students alike. At the Monbusho level, one part of the moral
education guidelines (J1' 1989e: 26) asserts that students should:
(understand the significance of courtesy, and become able to act and
speak appropriately to the time and place.)
In the discussion of this aim, Monbusho emphasises that outward courtesy should be
based on the feeling of respect and love for the other keiai, love and respect)
which featured earlier in this section. The importance of courtesy in speech for human
relations is also taken up in the guidelines for Japanese (Cl
	
1989d: 77), where the
following comment appears:
O1cJbo
(Language also works to form human relations and to make them run
smoothly. The aisalsu are a typical example.)
This comment contributes to an understanding of the importance attached to aisatsu in
the school environment. Aisatsu are the greetings and ritual phrases which punctuate
all interactions and events, featuring at the beginning and end of the school day, the
beginning and end of each lesson, the beginning and end of cleaning, school lunch and
so on. In this sense, they serve a ritual function of marking order and change as well as
the function of reaffirming and smoothing relations with others. As a school, -
prides itself on its reputation for good aisatsu, and this reputation is often quoted to the
students as an example to live up to (07: 5). The importance of aisatsu to human
relations is illustrated by an observation note made in relation to an - ' 1 school
assembly:
The	 [teacher on duty for the week] says that if students can
manage IJz	 [Good morning] and 1 )
' I. ' L t j [Thank you] properly, then they are already half way to
establishing good ,& i *i { [human relations]. (07: 31)
As for Monbusho, surface conformity alone is not enough. The surface forms are mere
expressions of deeper feelings. So it is that the "Five Hearts" motto of the school
specifically links everyday aisatsu to the ways of feeling, thinking and seeing which
should lie behind them (F2: 1,5, quoted in full in section 7.2). Students themselves also
take aisatsu seriously. One of the aims of the student "daily life committee" is:
CJ
(To try to be able to do aisatsu willingly.) (Fl:1,5)
Aisatsu in particular and ways of speaking in general are thus interpreted as the outward
manifestation of inner feelings and attitudes towards other people. The emphasis on
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courtesy as outward expression is a reflection of the emphasis on respect for life, human
beings and the other as ideals of inner feelings and attitudes.
As far as ways of acting are concerned, the most common recurring theme in the
formation and maintenance of human relations is co-operation. This theme is evident in
Monbusho documents (e.g. 1989b: 77), but is even more prominent in school
and student data. Co-operation between students and between teachers and students
forms part of the school aims of - (F2: 1,4), and is carried through into teaching aims
(F2:1,5) and student guidance aims (F2:3). Club activities also play an important role
in the development of co-operation, and this role is recognised in a prefectural
newsletter about the aims of clubs to teachers:
UAi	 9.	 U-& SJ 5 l:-
(To aim for the nurturing of desirable human relations and to develop
activities in which students co-operate with each other.) (F9: 1,3)
Clubs are only one arena for the development of co-operation. The class is also
significant. This student describes the spirit of co-operation developed in her class
through their joint construction of a huge papier-mache figure (named "Aniki") for the
school festival:
• • I*l:j	 -
') c.	 /Jz S	 L U1.0
(Through making "Aniki", I felt that I'd understood what a wonderful
thing it is when everyone co-operates.) (D9: 16)
A corollary of co-operation is the concept of mutual support and encouragement
between students. Again, this is considered important at all levels, from Monbusho to
students. In the moral education guidelines, IS (Monbusho, 1989e: 28) urges the
development of mutual encouragement in the school environment. This atmosphere of
mutual support and encouragement is valued by students at - 11 :1 , as this extract, written
by a third year student as the third years retired from club activities to concentrate on
preparation for high school entrance exams, demonstrates:
F
(If we can now transfer the teamwork of club activities to the class, and
all encourage each other at times of competitions and tests, then I'm sure
that we'll be able to see tomorrow.) (W3: 17)
In the immediate environment of class, club and school, then, co-operation and mutual
support and encouragement form the bases of human relations. For many students, the
most important form of human relationship at junior high school is friendship. Again,
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friendship appears in the Monbusho moral education guidelines (l3	 1989e: 28),
where it is advocated in the following aim:
U',	 :t0
(To understand the preciousness of friendship and to have friends who
can be trusted from the heart, to give and receive encouragement and to
raise and be raised by others.)
At the school level, students are encouraged to reflect on friendship through moral
education classes which are related to the above aim. The following observation notes
provide an example of how one such lesson is actually taught:
In moral education, the students have been given a questionnaire about
friends - how many they have, how they choose friends (homeroom, club
activities, elementary school), what makes them friends (fun, same
character, help in trouble, to play, to support each other). Then, after
reading an article, they discuss! write about how they could find a real
friend. (01:33)
Friendship is thus an explicit concern of Monbusho and the school. For students,
though, it is not only a concern, but can be the centre-stage feature of junior high school
life. As this student remarks in her review of her first year ofjunior high school life:
4t. LU/t it—L
(Now, the most enjoyable part is talking and playing with my friends.)
(Dl8: 32)
As well as making school an enjoyable place to be, friends have a vital role in the
process of self-development described in chapter 8. This student describes how
important friends have been to her during her experience of club activities:
I J	 t	 11
J	 L/
oth?J-ltAí t) I{J	 1C<IIL70
(The thing I learned most through club activities is "friendship". I had
"clubmates" I could talk to about anything... In the hard training we've
been through, I don't know how many times I thought about giving up.
But my "clubmates" gave me courage.) (W3: 35)
Many other students echo what an important role friends play in their junior high school
life. Human relations are not so happy for all students, however. At t' and the other
schools I was in, as in many other schools in Japan, there are problems with bullying.
There are also problems with refusal to attend school. Because the junior high school
assumes responsibility for most spheres of the student's development, with students
spending 40-60+ hours a week at school, problems with human relations mean that life
can become very difficult for the individual. This is the other side of the human
relations coin.
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For all students, then, human relations play a key role in the immediate environment of
junior high school life. For most students, the development of human relations is a
constructive, fulfilling process. At the individual level, it is a process which involves
the development, improvement, adaptation and changing of one's own ways of feeling
about others, seeing others, thinking about others, speaking to others and interacting
with others. In this sense, relations with others are vital to the development of self
described in chapter 8. It is the self, rather than others, which needs to be changed to
form successful human relations. Still, the formation of human relations is not only an
introspective process. It is the selfs ways of feeling, seeing, thinking and acting which
should be developed and, if necessary, changed, but the focus of attention remains the
other. The self is extended to reach the other.
11.2 Human relations in the world - the Monbusho view
In this section, the sphere of human relations will be expanded from the immediate
environment to Monbusho views, as evidenced in the 1989 reform guidelines, in the
international context. The structure of the section will follow the structure of section
11.1, with sequential focusing on ways of feeling, ways of seeing/thinking and ways of
acting.
In the ways of feeling, or the basic ideals which underpin human relations in the
international context, Monbusho focuses almost exclusively on world peace. Like
friendship in the last section, peace is a theme which cuts across ways of feeling,
thinking, seeing and acting. As portrayed by Monbusho, however, it is an ideal, and so
it is included in this section. It is an ideal which is stressed in many areas of the
curriculum, and which is powerfully expressed. For example, in guidelines on the
teaching of the history of the two world wars,	 (Monbusho 1989f: 80)
recommends:
(To teach students the main points of the movements in the world and
their connection with our country, and to ensure that attention is drawn to
the fact that it is important to strive for the realisation of international co-
operation and international peace.)
Similarly, in civic education, Monbusho (1989f: 116) states that students should be
encouraged to develop an attitude of co-operation and zeal towards efforts to prevent
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war and promote world peace. In both these cases, the teaching of factual knowledge
(about the two world wars and pacifism in the Japanese Constitution) is heavily imbued
with the moral element of promoting world peace. The ideal is very strong.
Nevertheless, it remains an ideal. Students are required to realise the desirability of the
national position on world peace, and to develop an attitude of approval. Yet the ideal
remains depersonalised. There is no 'other', no human relations. The ideal of world
peace is valuable in its own right, and has potential to be the basis for international
human relations. Until it becomes more personalised, however, it is not a clear
foundation for human relations across the international sphere.
In terms of ways of thinking about and seeing people, the views Monbusho applies to
the international sphere do share some common ground with the views expressed in the
immediate environment. Monbusho emphasises respect for other countries, just as it
advocated respect for the other in the immediate environment. In the general guidelines
(tI
	
1989a: 7), the following comment appears:
?{d:
±.	 A2f
(As internationalisation progresses, in order to raise the next generation
of Japanese people, school education from now should [promote]
understanding of and respect for the way of life and culture of people of
various foreign countries.)
The terms are similar and yet there is a significant difference between this context and
the concept of respect for the other advocated in the immediate environment. In this, the
international sphere, it is not the person who is to be respected, but his/her way of life
and culture. This is true throughout the Monbusho guidelines. Respect for foreign
countries' symbols (I' 1989f: 116), art (Iti' 1989b: 73), languages and cultures
(I' 1 989c: 90) and so on is enthusiastically advocated, but respect for real people is
noticeably absent. Once again, the human aspect of international relations has been
removed. Compared with the immediate environment, what remains is a rather
depersonalised vision of the other and relations with the other.
Aside from respect for foreign countries, Monbusho urges the development of interest in
and understanding of these countries. To some extent, this parallels the idea of making
the other important in the immediate environment, in that showing interest in someone
or something makes that person or thing important to the individual. The parallel is
only partial, however, and should not be stretched beyond its natural limits. Again, the
focus of interest is often the language, culture, history, traditions and so on of the people
of foreign countries rather than the people themselves. There are a few exceptions to
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this generalisation. For example, although the general aim for foreign languages only
includes the development of interest in culture and language in abstract terms (tI3,
Monbusho, 1989c: 6), part of the discussion of the first year aim reads as follows:
1'
(Realising that English is interesting, and deepening an interest in things
relating to language and culture, such as foreign people's way of life and
way of thinking about things, will serve to cultivate the foundations of
international understanding.)
Although there is still no mention of changing one's own ways of thinking as there was
in the immediate environment, this quote is noteworthy for its personalisation of
international human relations. An interest in people's ways of thinking requires an
interest in those people as human beings, and international relations are thus restored to
a person to person level, even if there is no direct contact. However, this is one of the
rare references to this concept in the foreign language guidelines. In fact, although
"international understanding" as an undefined concept appears in the general aims and in
the speaking and listening sections of year aims, it vanishes completely in the sections
which deal with the content of the subject. Content areas are divided into reading,
writing, speaking and listening, with further sections on teaching pronunciation,
handwriting, punctuation etc., and long lists of specific grammar points and vocabulary
to be covered. At no point, by contrast, is any hint given of what is actually meant by
international understanding or how it is to be achieved or incorporated in foreign
language teaching. In spite of its potential and appearance as the most promising
subject in terms of humanly human relations in the international sphere, even the
guidelines for foreign languages do little beyond vague aims to promote such human
relations.
Another way of thinking which is largely confined to the guidelines for foreign
languages is the idea of approaching foreign countries and languages without prejudice
or discrimination. This concept is explained in the foreign language guidelines (l
1989c: 90):
<
.
(To dispel prejudices, fixed ideas and suchlike regarding other national
people and other races, to make [students] realise the variety of cultures
and variety of values, and to foster an attitude of acceptance of different
cultures...)
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This quote is notably less abstract than those above, and requires individual engagement
by students to change their own ideas. The personalised element of this aspect of
human relations is further emphasised by a quote from the same document (ibid. p.'7),
which asserts that:
Mc	 tA-
(International understanding is, basically, understanding the countries
and people of the world properly and without prejudice...)
This is the only aspect of the Monbusho guidelines which consistently refers to direct,
personal ways of seeing others in the international sphere, or direct human relations. As
mentioned in the commentary on this aspect in the immediate environment, the concept
of harmonious human relations built on the respect for differences without prejudice (as
opposed to conformity) is one which is not yet universally accepted, but which is
vigorously promoted by Monbusho. Indeed, Monbusho defines the identification of
differences between Japanese and foreigners as an important step to international
understanding, as in this example, again taken from the foreign language guidelines (
IV' 1989c: 88), in a section on choice of materials:
LC — Q'/t.	 $J	 /i
(In the study of foreign languages, it is necessary to arouse even greater
interest in the differences of foreign people's way of life, customs and
habits, and to draw attention to the variety of cultures.)
This kind of argument, based on differences, also serves to mark national boundaries
and establish the Japanese tachiba, thus linking it with the arguments presented in
chapters 9 and 10. Perhaps the importance of this concept to Monbusho has caused its
wholesale import to the international sphere. Alternatively, perhaps this is one area in
which Monbusho does not perceive direct human relations between individuals as a
threat to the Japanese individual's sense of national identity.
With the exception of this last aspect, then, in terms of ways of thinking and seeing,
Monbusho tends to depersonalise international relations. The last part of this section
will turn to ways of acting and speaking. As in the immediate environment, Monbusho
is concerned with courtesy and politeness. An illustration of this international courtesy
is found in the guidelines for civic education (1' 1989f: 116):
(Consideration should be given to making [students] understand the
significance of national flags and anthems and the fact that mutual
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respect of these is international courtesy, and to fostering an attitude of
respect to this.)
Again, the courtesy advocated by Monbusho is directed towards the symbols of a
country rather than the people of the country. An exception to this general rule is found
in the guidelines for moral education (tlV' 1 989e: 26). Monbusho commentary on
the aim relating to courtesy, which was mentioned in section 11.1, ends with the
following statement:
IIM±c1)-
	
U -rH a)A'	 .	 L:
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(Foreign countries have different forms of courtesy appropriate to that
country. Today, as a member of international society, opportunities to
interact with foreign people have become greater, so it is important to
deepen students' understanding of foreign countries' courtesy and guide
them to be able to interact with foreign people appropriately.)
This quote is uncharacteristic in two ways. Firstly, it applies principles of the
immediate environment directly to the international sphere, focusing on human relations
with real foreign people. Secondly, it includes a rare reference to the student as "a
member of international society" rather than "a Japanese person in international society",
giving the student direct access and communication with the international sphere. This
comment could not be cited as a typical example of Monbusho attitudes to self in the
world, but it is quoted here to prove that it does, at least, exist.
In the immediate world, co-operation is an important aspect of human relations.
(kokusai kyouchou, international co-operation) is just as popular in the international
sphere. One of the aims of civic education (I' 1989f: 91), for example, includes
the fokwing:
(to nurture a spirit of international co-operation)
In fact, in most cases where it is mentioned in the Monbusho docwnents, what is being
advocated is "a spirit of international co-operation" rather than international co-
operation itself. This mirrors the Monbusho attitude to international understanding, as
portrayed in the foreign language aims (see above). International understanding, and a
spirit of international co-operation, are held up as ideals or aims, but there is very little
detail in the Monbusho guidelines on how they can actually be put into practice by the
junior high school students. Of course, the ideals are essential, but the practice is also
important. The area of the curriculum which offers greatest potential for international
co-operation in practice is probably 1 tii'i!J (tokubetsu katsudou, Special Activities).
This area encompasses class activities, Student Council activities, club activities and
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school events. The Monbusho guidelines for Special Activities (ffi3' 1989g: 4)
contain a single reference to internationalisation, which is this:
.' *1tVc7
— k—A*U.. *AUt
(Thinking of our country's present and future international position and
role, Japanese people will have to become increasingly international. For
that purpose, each national citizen must love Japan and have self-
awareness as a Japanese person.)
There is no reference here even to the spirit, let alone the practice, of international co-
operation. Instead, Monbusho's attitude seems to be a defence of national boundaries in
response to the perceived threat of international invasion. As in other areas, and in
contrast to the co-operation of the immediate environment, the spirit of international co-
operation remains a depersonalised ideal.
The international equivalent of mutual support in the immediate environment is found in
the idea of support and contribution to developing countries and so on in the
international sphere. The difference is that this is uni-directional support, with the
contribution being made from Japan to the other country. One point to note here is that
this kind of contribution is usually couched in terms such as the following, used in the
moral education guidelines ('i 1989e: 42):
• •
	
lz 5
(to strive to contribute to the well-being of mankind.)
As in other aspects of international relations, the "well-being of mankind" is an abstract
ideal, rendering the "other", the recipient of the contribution, devoid of personhood.
Finally, the friendship which played such an important part of human relations in the
immediate environment is virtually absent from the international sphere. There is one
reference in the Monbusho guidelines to friendship across national borders, and that is
to the role of art in promoting international friendship ( fS 1 989b: 74). The
absence of international friendship as an element of international relations is actually not
that surprising. Friendship, by its very definition, is based on the human aspect of
relations, the direct contact, communication and relationship between one person and
another. Given Monbusho's depersonalisation of international relations, and focus on
abstract ideals rather than practice, it is natural that international friendship should not
be a feature of the national policy of internationalisation.
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For Monbusho, then, the ways of feeling, thinking, seeing and acting in the international
sphere are dominated by ideals of international understanding, co-operation, courtesy
and contribution to human welfare and world peace. All of these aspects remain ideals.
In contrast to the guidelines for the immediate environment, Monbusho rarely suggests
or recommends any concrete measures for achieving these aims. The confinement of
these concepts to the level of ideals by Monbusho discourages any idea of active, direct
engagement by the individual student in international society. This is a sharp contrast to
the Monbusho recommendations concerning human relations in the immediate
environment, which focused on individual development of personal traits (kindness,
love, trust etc.) and active involvement (friendship, co-operation etc.). For Monbusho,
the level of consistency of human relations between the immediate enviromnent and the
international sphere is not particularly high. Student views are somewhat different, and
will be the subject of the next section.
11.3 Human relations in the world - student views
This section focuses on student views of the self in relation to others in the international
sphere. As already stressed, there is no generalisable "student view", and this section
aims to present something of the scope and variety of individual students' views,
interpretations and ideas. The section will follow the structure of section 11.1,
discussing students' ways of feeling, seeing/thinking and acting as evidenced in the data
I collected.
Like Monbusho, many students consider that one of the basic ideals of international
relations is world peace. As mentioned in section 10.5, this is the aspect of
internationalisation which is agreed upon most consistently by Monbusho and students.
Thus, in suggestions for the promotion of internationalisation, students make comments
such as the following:
(No country should make war.) (Wi: 14)
kC.
'A1 Li'/io
(Wouldn't it be better if wars and disputes could stop, and exchange with
various countries could be deepened?) (WI: 33)
Like Monbusho, this seems to be an ideal held by most students as an ideal. Students
rarely mention their own role in contributing to world peace. The transition from
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abstract ideal to personal concern, however, is experienced by some students, such as
this boy from -
One day this summer, I happened to be watching television. To tell the
truth, my mother was watching it. I was not interested in the kind of
program that says 'love and peace' or something like that... I thought there
was no relation between 'peace' and 'love' and my daily life. Then,
suddenly, one shocking scene plunged into my eyes from the screen. A
little girl was sitting there with bony arms and legs. Some flies were on
her face but she didn't have enough energy to sweep them away. Her
mother was just gazing at her with a lonely, sad look. (P7: 1,14)
This personalisation of the themes of world peace and love (which, incidentally, was
triggered by a television programme rather than any experience at school) prompts the
boy to research individually the problem of starvation. Although this student had
undoubtedly been exposed to, and probably agreed in principle with, the ideals of world
peace and love, it is only when he becomes aware of the human element of suffering in
other countries that these ideals come to mean something real to him, that he sees the
relation, as he says, between peace and love and his daily life. International ideals have
to be humanised before they become meaningful.
An idea which appears among students but which is rare in the Monbusho documents in
the international context is the idea of empathy, or the ability to understand and feel
what another person is understanding and feeling. Empathy plays an important role in
the immediate environment (see section 9.3) and, along with the consideration and
thoughtfulness described in section 11.1, is vital to human relations. Some students
extend this concept of empathy in the immediate environment to the international sphere.
This girl describes international understanding as:
(Not to discriminate against foreigners, but to feel how the other feels
and think in that way.) (WI: 3)
One student provides an account of how this kind of empathy (feeling how the other
feels) actually takes place at an individual level:
<
L
1
(What I think about talking to foreigners is that it's good fun, and
somehow you have the feeling that you become a foreigner too, so it's
strange and interesting.) (Q4: 35)
Again, this is a very personal concept of the human relations in the international sphere.
For students, it seems that the Monbusho distinction between the ideas of the immediate
environment and those of the international sphere is not a valid one.
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A similar phenomenon is seen in student advocation of mutual trust as a foundation of
international human relations. Trust was emphasised in the immediate environment by
Monbusho and students alike as crucial to human relations, but it disappears in
Monbusho discussions of the international sphere. For students, by contrast, it is carried
through from immediate to international human relations. In definitions of what
internationalisation is, several students echoed the simple comment of this boy:
1Al0
(Trusting each other.) (WI: 24)
For most of the students who expressed their ideas, then, ways of feeling across the
immediate and international spheres are remarkably consistent. Human relations remain
human and personal, voiced in concepts such as trust and empathy, as opposed to the
abstract ideals of Monbusho.
Turning to ways of seeing and thinking about others in the international sphere, a similar
trend is observable among many students. Respect for the other did not appear as a
significant theme among the data collected from students, in contrast to the Monbusho
emphasis on respect. However, some students recycled the theme of the immediate
environment of looking for good in others. One girl's comments on what
internationalisation involves include the following:
(Find the good points of other countries...) (Wi: 31)
Many more students espouse the view that an interest in foreign countries and people is
a desirable thing. In a questionnaire (Q5) designed to elicit students' attitudes to
studying English (see appendix 2), students were asked to say why they were! were not
interested in learning English. Many students who expressed a high level of interest in
English echoed the following comments:
(I'm interested in foreign countries.) (Q5: 107)
{1E	 L11C< iQ)L
(It's really good to be able to know about other countries' cultures and life
and soon) (Q5: 481)
These are general statements. Even more students declared that their motivation to learn
English was due to an interest in foreign people rather than foreign countries and culture
in general. These students' views will feature later in this section, but a couple of
examples will give a taste of the surge of similar comments, all witness to students'
interest in the international sphere:
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(It's really good meeting people from other countries. I want to learn
more and more about lots of different things.) (Q5. 281)
(I like English because it means you can talk with foreigners.) (Q5: 680)
For most of these students, interest in foreign countries and languages is inextricably
linked with the human relations aspect, the potential for coming into contact with and
communicating in the foreign language. A few points regarding the findings from this
questionnaire, which was responded to by students in all three years of junior high
school, should be stressed. The first relates to motivation. Students who expressed
interest in foreign countries, cultures and people invariably placed themselves at the
upper end of a 5-point scale of liking English. By contrast, students who stated that they
did not like English usually made no reference to the international context of the subject,
but focused on the difficulty of learning grammar or memorising vocabulary. As far as
motivation goes, the international element of English is a big plus point. Unfortunately,
as pointed out in section 11.2, the international understanding element which appears in
Monbusho's foreign language aims is not carried through to its discussion of content.
Instead, the focus is purely on the mastery and memorisation of linguistic structures.
This is compounded by high school entrance exams, which lay down many requirements
for linguistic understanding, but none for international or cultural understanding. The
result becomes evident in questionnaire responses. While a majority of first year
students (specifically, first term students) express enthusiasm for English because of its
international element, such comments dwindle with experience, and the majority of
third years no longer see the international element of English, buried as it is under the
mass of factual memorisation demanded by the entrance exams. These points deserve
further attention in their own right, but their significance is limited here to their effect on
students' interest in foreign countries and people (see appendix 2).
In common with Monbusho and with ways of seeing in the immediate environment,
many students quote the ideal of approaching foreigners without prejudice or
discrimination. As one student declares, when asked for her opinion of foreigners:
J?DCi1.0
I hate discrimination. (Q4: 75)
Public disapproval of discrimination and prejudice with respect to the international
sphere does not mean that they do not exist. Open expressions of prejudice are rare, but
several students, once their ideas have changed, confess their former, perhaps prejudiced
way of thinking. One such example, of the student who changed her way of thinking
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from looking down on foreigners to seeing them as equal human beings, was recounted
in section 10.5. Another such example is written by a student in a moral education class,
after a lesson in which students considered what they could do in the realm of
international understanding and exchange:
flij: -"W-	 Ut:0	 t: . I
2	 h	 U1,v U1t 0	'
o	 klti	 ''1;U7'0 L:tK.	 C)
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(Before, I thought I'd like to have a penfriend. But when I told my
mother, I was told I couldn't. I was told it was because it costs money
and foreigners are all cold people. I got to know the warmth of foreign
people through K-sensei's moral education classes. Because of that, I
think that now I'd like to have a penfriend too.) (Wi: 2)
Here, it is moral education classes which have removed this student's prejudices vis-a-
vis foreign people. Again, it is noticeable that international relations are perceived
entirely in terms of human relations.
Overall, then, in ways of seeing and thinking, students continue to extend the concepts
of human relations in the immediate environment to the international sphere. This
includes the aspect of changing one's own ways of seeing and thinking towards others,
as shown in the last quote. Many of the ideas portrayed in this section demonstrate
students' positiveness towards and engagement in international human relations. Not
all students are so positive or engaged, but it is difficult to represent the views of these
students, as silence or blank space are more common than negative comments. These
"no-comments" cannot be quoted, neither can they be presumed to reflect a negative
attitude towards intemationalisation or international human relations. They could purely
reflect the state of this student who, when asked for his opinions of foreigners, remarks:
9
(I don't really think anything.) (Q4: 93)
In terms of ways of acting, there is a strong trend among students to carry the notions of
direct contact and communication of human relations in the immediate environment
over to the international sphere. This stands in direct contrast to the Monbusho stance
of focusing on ideals and depersonalising international relations. One student succinctly
contrasts the Monbusho emphasis on ideals with the strong student emphasis on practice,
when she gives her suggestions for the improvement of internationalisation:
0
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(I think it would be best to go abroad on our school trip. For exchange, I
think you should actually go somewhere and do it rather than just talk
about it inside [Japan]. Actions speak louder than words.) (Wi: 20)
The overall impression gained from observation, conversations and questionnaires is
that a large number of students share this opinion that actions speak louder than words.
As for the student for whom principles of world peace and love became meaningful
when they become personalised, many students seem to need to personalise ideals such
as "the spirit of international co-operation" before they have any meaning.
Courtesy and respect, which are emphasised by Monbusho, are largely absent from
students' expressed ideas of international human relations. Co-operation, on the other
hand, is present, but is not as important as in the immediate environment. This student
describes her concept of international co-operation:
...we cannot live without co-operation and mutual help. Each of us
should help unfortunate people and guarantee their living... Everyone
should think that people in the world are all the members of his (her)
own family. And everyone should co-operate and help each other. (F7:
2,26)
As in the immediate environment, students' ideas of co-operation in the international
sphere are closely entwined with ideas of mutual support and help. Students often
define international co-operation as the exchange of such help. As one student says,
internationalisation is:
{I1-
(Helping each other and trusting each other.) (Wi: 26)
It is interesting that student expressions of support and help mention mutual help, as in
the immediate environment, more often that uni-directional contribution, as Monbusho
tends to emphasise. The relational aspect is accorded prominence. Students do not only
speak; they act too. It was noted in section 11.2 that Monbusho does not give any
guidelines on putting international ideals into practice. Specifically, it was commented,
guidelines for the area of	 IJ J  (tokubetsu katsudou, Special Activities), which has
the greatest potential for transferring international ideals into reality, contain hardly a
mention of internationalisation and international relations. Despite any official
Monbusho guidance, the Student Council of - 4' took the initiative in implementing
the projects mentioned in chapter 10 to send aid parcels to children in Cambodia and the
former Yugoslavia. All 600 students in the school participated. The project did not end
with this one-way contribution, however. A subsequent newsletter from the Student
Council to all the students, written after receiving a thank you letter from aid workers in
Cambodia, showed photos of the children receiving the parcels, and included detailed
descriptions of individual children's reactions to receiving the parcels (Fl: 25). In this
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way, the whole project was personalised. Rather than Monbusho's "contribution to the
well-being of mankind", this is a relation set up between the students of - '4 and
Bobana, Sabun, Nimu and their classmates in Cambodia, real children with real faces
and real words. International relations are humanised again, and given the directness
and immediacy of the close environment, even without face-to-face contact. The
emphasis on practice rather than words was summarised by the head of the Student
Council, who led the project, like this:
I learned that it is important to help people in difficulties, rather than just
feel sorry for them. (F7: 1,17)
The importance attached to direct, personal involvement continues with the next
common theme raised by students in respect of international human relations. This is
the theme of communication. To many students, intemationalisation is synonymous
with direct, personal communication with foreigners. The notion of direct
communication with foreigners as important in international human relations is
encouraged by Monbusho through its emphasis on communicative skills in the foreign
language guidelines (Z l3 I 989c: 6) and its development of the JET programme,
bringing native speakers into state schools (see section 4.4). However, the significance
of communication in the formation of international human relations is even more
prominent in student data. As indicated earlier in this section, the desire to be able to
communicate directly with foreigners is a major factor in students' enthusiasm for
learning English. Comments such as the following are repeated numerous times by
students who like English:
i<
(The reason I like English is that I want to speak to lots of foreign
people.) (Q5: 117)
AU/'O
(I want to go abroad and talk to various people.) (Q5: 738)
The idea of direct communication and contact with people of other countries is, again,
an extension of the concepts of the immediate environment to the international sphere.
Human relations are built on face-to-face communication in the immediate environment,
and the desire for the same form of relations in the international sphere is striking
among students. Many students go further still. Whereas Monbusho virtually ignores
the notion of international friendship at the junior high school stage, many students base
their ideas of international relations upon this principle. One student's opinion of how
international relations could be improved is this:
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(It's important to talk more with foreigners about various things, listen to
opinions and be friends.) (Wi: 6)
In a more developed form, one student's speech for the district English speech contest
returns to the same theme, linking it to other themes which have appeared previously in
these chapters:
.Some people may think that they don't want to be friends with people
in trouble now. They may not accept people who have different skin and
hair colors. They do not like people of other races. They also think that
they have no connections with other countries' poor and unfortunate
people. But people around the world live together. If we think this way,
all people on the earth are friends... One day, I heard that one Student
Council sent little bags of school supplies to other countries. And in A.
junior high school, ten students visit China every year. In this way we
have chances to make friends with people in other countries... Flow about
trying to reach out to other people in the world? (F7: 2,17)
One interesting, though incidental, point in this extract is the reference to - '1 's
Cambodia project, and the fact that it is considered important by a student in a different
school in a different town. More importantly, what this student is advocating is
international human relations built on personal bonds of friendship. Such relations
demand personal engagement, mutual support, acceptance of differences without
prejudice. These are clearly the values of human relationships in the immediate group,
as described in section 11.1. The emphasis on friendship as a base for international
human relations is reinforced on the questionnaire on opinions of studying English.
Again representative of many responses, these students comment:
-cIdt< /.I{'	 /'
(I want to go abroad and make lots of friends.) (Q5: 703)
(When I go abroad, if I can speak English I'll be able to talk to foreign
people and become friends.) (Q5: 531)
This is what many students think is desirable. The practicalities of actually being able
to make friends with foreigners (thus establishing international human relations) in daily
junior high school life are more difficult. As this student graphically explains:
HA'/
:tc\o
(Japanese people should live more freely. We're always constrained by
time, being told, "Study, study" on and on, and when school finishes it's
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straight to club activities, and on days off we have club activities too.
We scarcely have time just to relax with our family, let alone to be able
to make friends with people from other countries.) (Wi: 27)
As for many other students, the spirit is willing, but the flesh does not have time right
now. For the students who share Monbusho ideas of international human relations, the
spirit is enough; the spirit of international co-operation, the spirit of working for world
peace. For the majority of students, the flesh needs to be involved too, in direct,
engaged relationships with people in other countries. Among all the other commitments
of junior high school life, this can be problematic, as for this student, and often leads to
a postponement of international human relations until a later date ("when I go abroad"
and so on). This discrepancy between Monbusho and student interpretations of
international human relations leads to a situation where the school does not provide
students with appropriate opportunities for internationalisation, and yet the students do
not have time outside school to pursue such opportunities.
11.4 Summary
The conclusions that can be drawn from the various views put forward by Monbusho
and students in relation to human relations are very similar to those drawn in chapter 10.
In chapter 10, it was asserted that Monbusho and students shared a considerable amount
of common ground in concepts of self in the immediate group. The same applies to
human relations. Monbusho and most students perceive human relations as based on
respect for life, love for others and trust, leading to consideration and gratitude. In
relations with others, all agree that respect, making the other important, looking for
good in the other, and respecting differences without prejudice are essential. These
ways of feeling, thinking and seeing are expressed through courtesy, co-operation,
mutual support and friendship. All aspects of human relations in this sense are based on
direct, engaged participation by the individual in face-to-face interactions.
Although the foundations of human relations in the immediate environment are largely
undisputed, differences emerge when the international sphere is broached. For
Monbusho, human relations are replaced by international relations, and the human
element disappears almost completely. The ideals of international relations - world
peace, respect, courtesy and a spirit of co-operation - are emphasised. The object of
these ideals is often not people, but the history, culture, traditions, symbols and so on of
foreign countries. Although Monbusho documents are liberally sprinkled with
references to internationalisation, these are often abstract, unsupported ideals rather than
concrete measures to promote internationalisation. As some students themselves point
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out, ideals mean nothing until they are personalised. The Monbusho ideal of
"contribution to the well-being of mankind" means nothing to many students until they
themselves, despite complete lack of Monbusho recommendation or suggestion, have
collected and sent packages to real children in Cambodia. The majority student view is
expressed by the student who remarks that actions speak louder than words. For many
students, intetnational human relations are a direct continuation of human relations in
the immediate environment, just as concepts of self in the world were closely linked to
self in the immediate group in chapter 10. Human relations in the international sphere
require just as much individual engagement, directness and immediacy as human
relations in the school environment. This is the view of many students, but there must
be students who do not share the same ways of feeling, thinking, seeing or acting.
Unfortunately, these students' views are under-represented as they are not voiced in the
data I have.
Another issue which is not raised by the data but which is significant in any discussion
of human relations in the international sphere is the issue of differential aftitudes.
Monbusho, and many students, refer to the international society, or foreign countries, as
though ways of seeing and thinking about all countries are the same. In reality, this is
just not true. In spite of universal advocacy of treating foreigners without prejudice,
there remains obvious discrimination between the various foreign nationalities and races.
The most obvious example is in the contrast of attitudes towards Westerners and other
Asians. On the Monbusho side, this is illustrated in the guidelines for foreign languages.
As observed in section 4.4, almost all junior high schools in Japan teach English as the
foreign language (which, in itself, leads to a narrow equation of foreign with English-
speaking). In the Moribusho guidelines ( ' 1989c), however, curriculum
guidelines are also given for other languages. These other languages are French and
German. Although the teaching of other languages such as Chinese and Korean is not
specifically prohibited, these languages are not even mentioned. As the languages of
Japan's closest neighbours and largest foreign groups, it could be assumed that the study
of Chinese and Korean would be more useful to international understanding than the
study of French or German. Monbusho, however, retains its bias towards the West.
Many students hold similar biases. Having asked students to give their opinions of
foreigners (I- II A, gaikokujin), I specifically requested later classes not to mention
appearance after over a third of the first 150 responses were limited to "tall, big nose,
blue eyes, blond hair" descriptions (Q4). This equation of "foreigners" and "foreign
countries" with stereotyped Westerners and the USA is certainly not universal, but is a
factor to be taken into account in consideration of student ideas of internationalisation.
It is also an understandable response to the situation where, generally, only one foreign
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language and vely little culture is taught throughout junior high schools and most high
schools. For many juniof high school students, as described in this chapter, human
relations in the international sphere are based on direct communication and contact, and
the learning of a foreign language plays an important role in facilitating this process. If
the only foreign language in school is English, then it is natural that visions of
international human relations are limited to the English-speaking world. Until channels
of communication and contact are opened up to students, their definitions of
intemationalisation as direct, human relations cannot be fulfilled.
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Conclusions
The first part of these conclusions will summarise the various lines of argument
followed through the thesis. The second part will discuss the implications of the issues
raised for internationalisation in Japanese junior high schools.
The first line of argument was that basic concepts of identities are commonly agreed
upon by Monbusho and students. Identities are accepted by both parties as constructed
(see sections 1.1, 3.3, 7.1, 8.2, 9.2) and change of identities is promoted as possible and
desirable (see sections 1.2, 8.2, 9.5). Furthermore, identities are commonly viewed as
existing only in a social network (see sections 1.3, 3.5, chapter 5). Consequently,
multiple, or shifting, identities are the norm (see sections 1.3, 3.4, 5.2, chapter 9). This
shared concept of constructed, changeable, social, shifting identities is vital in that it
underlies the development of all identities. The implication is that it is the responsibility
of the individual to develop his/her identities according to the situation, and that these
identities are flexible.
A further shared concept is that the school has a role in shaping the individual
construction of identities. This is explicitly stated by Monbusho (see sections 4.4, 7.1,
9.4, chapter 10) and is recognised by students (see sections 7.1, 8.2, chapter 10). As in
most areas of school life, the school's responsibility is to provide careful 4i* (shidou,
guidance) (see section 5.4) to enable students to be successful in developing their
identities independently. The effectiveness of this 1i (shidou) relies on the shared
subscription of Monbusho, schools and students to common ideals. These common
ideals are, to a great extent, rooted in traditional Shinto, Buddhist and Confucian
philosophies (see chapter 3). They include acceptance of the notion of 'the right way'
(see sections 3.3, 7.3, 7.4, chapter 5), commitment to balanced self-improvement (see
sections 3.3, 7.2, 8.2, 9.2, chapter 5), belief in inherent goodness (3.2, chapter 5) and
recognition of the importance of human relations (see sections 3.5, 9.2, chapters 10 and
11).
Also shared by Monbusho and students are many of the ideas of identities in the
immediate schooL environment. Ideas of identity as a member of a group are largely
agreed upon by Monbusho and students, with both parties stressing co-operation,
consideration, contribution and so on (see chapters 5 and 10). Likewise, ideas of self in
relation to others, or human relations, are very similar (see chapters 5 and 11). These
identities and ideas of self in the local school environment are significant as they form a
blueprint for the construction of wider social identities. The fact that they are, in the
main, shared by Monbusho and students means that both parties are beginning the
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discussion of national, international, global and cultural identities from the same
baseline.
The next line of argument followed through the thesis was that Monbusho and student
views diverge to some extent on the issue of national and monocultural identities.
For both Monbusho and students, national identity is defined as comprising all elements
of the models of national identity discussed in chapter 2, although Monbusho perhaps
lays greater emphasis on the ethnic-genealogical model (see section 2.1) than most
students do, due to its assumption of homogeneity (see section 10.2), which is based on
the nihonjinron theories described in chapter 4. For both Monbusho and students,
national identity is heavily based on cultural identity (see chapters 2, 4 and 10). The
major difference between Monbusho and student views on the development of national
and cultural identities is that Monbusho assumes an identical relationship between self
and the national group as exists between self and the immediate (school) group (see
section 10.2). Although the vast majority of students have self-awareness as Japanese
people, they do not seem to apply the principles of the immediate school group directly
to the national group (see section 10.4). Most students' sense of Japanese identity is
strong, but it is qualitatively different from their sense of membership of the immediate
group.
Another line of argument considered the development of international and
intercultural identities. Here the divergence between Monbusho and most student
views widens further. Monbusho's view of internationallintercultural identity is
encapsulated in the omnipresent phrase fllQ) 0) *A (se/wi no naka no nihonjin,
a Japanese person in the world) (see section 10.3). Self-awareness as an individual is
replaced by self-awareness as a Japanese person, and even one's own ways of thinking
and seeing are eschewed in favour of the development of Japanese ways of seeing and
thinking (see sections 9.4, 10.3). National and monocultural identities are promoted by
Monbusho in preference to individual or international/intercultural identities (see
section 10.3). This stance contradicts the earlier advocation of flexible, multiple,
changing identities (see chapters 1, 3, 8, 9). By contrast, the concept of 1-0) 4] (7)
*A (sekai no naka no nihonjin) as a definition of international/intercultural identity is
non-existent in student comments. One of the few blanket generalisations which can be
made about the students in this particular study is that they approach internationalisation,
and develop international and intercultural identities, as individuals and not as 'Japanese
people in the world' (see sections 9.4, 10.5).
243
Conclusions
This basic difference in the interpretation of internationalisation leads to a variety of
international/intercultural identities. For Monbusho, there is a link between ideas of self
in the immediate context and self in international society. This link is the concept of
developing a 3L (tachiba, viewpoint or perspective). In the school context, students
are encouraged to develop their own ideas and tachiba as a prelude to understanding
others and changing their own ways of seeing and thinking (see chapter 9). In the
international context, Monbusho replaces the individual ways of thinking and tachiba
with national ways of thinking and a Japanese tachiba, and advocates the latter as an
end point in internationalisation (see sections 9.4, 10.3). In this respect, the Monbusho
view of international and intercultural identities accords closely with the view of
Hofstede, quoted in section 2.1, which stresses the importance of security of national
identity and belief in one's own values when encountering anything foreign. Monbusho
supports international contact, as evidenced by its large-scale exchange programmes
(see section 4.4). However, this international contact should not threaten, and ideally
should be used to reinforce, Japanese national and cultural identities among students.
The Monbusho view epitomises the early stage of international and intercultural
identities described in section 2.2. This early stage requires the student to look out to
the world, and to be able to see the self in the international context. However, this view,
and way of viewing, are dominated by and reinforce the native mononational and
monocultural perspective.
Most students have an alternative view. Some students see internationalisation as a
threat to their 'Japaneseness', claiming that they cannot be both Japanese and
international, and reject international and intercultural identities completely. This is not,
however, a majority view (see section 10.5). Many students do welcome
internaionalisation. Some students share a similar view of internationalisation to
Monbusho. In contrast to Monbusho, though, the development of international and
intercultural identities does not depend on being 'a Japanese person in the world'.
Students develop these identities as individuals, not as national citizens (see chapter 10).
It is probably for this reason that students tend to carry many of the principles of self in
the immediate environment through into the setting of self in the international
environment. The result is that, unlike Monbusho, students stress internationalisation as
a two-way, intensely human process (see chapter 11). This process, for many students,
demands personal involvement with a real (if imagined) 'other' and the changing of the
self (see chapters 9, 10 and 11). These factors, combined with the frequent references to
empathy and 'opening the mind', lead many students into the later stage of international
and intercultural identities described in section 2.2. At this later stage, the parameters of
identities are still national and cultural, but are not restricted to the single perspective of
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the native nation and culture. In other words, students do not see internationalisation as
merely reinforcing their own Japanese identity, but are able to develop (or express a
desire to develop) identities which enable them to see and think from the perspective of
people of another nation or culture, as well as their own.
In the development of global and transcultural identities, which I define as the ability
to approach native and foreign nations and cultures from a world perspective (see
section 2.3) there is also divergence between Monbusho and student views. For
Monbusho, the development of a global identity, in the limited form in which it exists,
is based on approval of ideals of world peace and the welfare of mankind (see section
11.2). As in the international/intercultural sphere, Monbusho's recommendations are
noticeably depersonalised, with abstract ideals taking the place of the concrete policies
advocated in the school environment (see section 11.2). For many students, the picture
of global and transcultural identities is a different one. The principles of the immediate
environment are carried through to the global sphere, and appeal is made to concepts
such as 'the world family', or being 'a member of this world' (see section 10.5). In the
construction of global and transcultural identities, students stress the importance of
direct human relations, and there is a much stronger emphasis on personal involvement
in the world by students than by Monbusho (see section 11.4).
One area related to global and transcultural identities in which Monbusho and student
views converge to a certain extent is the concept of A IEM (ningen). As explained in
chapter 7, A 1 (ningen) can refer to a single human being or it can refer to the entire
human race. In its definition as both the smallest and largest units of existence, A [ii!J
(ningen) is emphasised by Monbusho and by students (see section 7.1 and chapter 3). It
is students, however, who make the direct connection between A1 (ningen) and global
and transcultural identities explicit (see section 10.6). This is done by using both
definitions of the term A 1 (ningen) simultaneously, in phrases such as iJ L A
(onaji ningen, the same human beings or the same human race), thus collapsing the
boundary between the narrowest and widest units of existence (see section 10.5). This
collapsing of boundaries is an illustration of Robertson's (1991: 77) theory of
globalisation (see section 2.3) and Lebra's (1992: 115) notion of the 'boundless self (see
section 3.4). It is significant in that it involves a complete shift of perspective from that
characteristic of national, monocultural, international or intercultural identities. When
identity as a ). i1 (ningen) supersedes these other identities, the nation(s) and culture(s)
can be seen from a world (global and transcultural) perspective as well as vice versa (see
section 2.3).
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These are the various lines of argument which have been explored through this thesis.
To summarise the findings of the thesis in one sentence, it could be argued that,
although Monbusho and the majority of students share basic concepts and ideals of
identities, there is divergence between Monbusho and most students when it comes to
identities in the world sphere (that is, national, monocultural, international, intercultural,
global and transcultural identities). It is precisely these identities in the world sphere
which are developed by, and are developing, IJi'I (kokusaika) or internationalisation.
The divergence identified is probably caused by the ambivalence surrounding the term
111 (kokusaika) which, as pointed out in section 4.3, is used to cover a huge range
of contexts and meanings. As Lincicome (1993: 123) observes, however, this
ambivalence can be taken as a positive aspect of the current situation:
...the real significance of the internationalization movement lies in its
very ambiguity. It is that condition that has created a discursive space in
which intellectuals, politicians, education officials, school administrators,
teachers, and even students contest the meaning and goals of kokusaika.
This 'discursive space' is what gives students the flexibility to create their own
definitions of I1 W 1E (kokusaika) and of a I1 J A (kokusain) (see section 10.5 and
appendix 2) and, ultimately, to construct their own identities according to these
definitions. Although Monbusho ideas are clearly stated, they are not accepted as the
only view of internationalisation, and so are negotiated by teachers and individual
students within this 'discursive space'.
This flexibility means that the future course of L! I 1E (kokusaika) in Japanese
education is difficult to predict. One possibility is that the Monbusho attitude to
internationalisation could shift towards the majority student perspective. In theory, this
would merely require an extension of existing principles. The values Monbusho
advocates in the local sphere (empathy, human relations, changing ways of seeing and
thinking) could easily be extended to the world sphere, exactly as many students are
doing now. However, this change of policy is unlikely for two reasons. The first is that,
at this stage, it seems that other issues will take priority over intemationalisation in the
next set of Monbusho reforms, scheduled for the turn of the century. The second is that
such changes would have political implications and might be seen as a threat to national
and cultural identity by many politicians.
A more likely alternative is that, for as long as LI1I (kokusaika) retains its current
general ambiguity, it will proceed along its present course. As students are encouraged
to develop 1' (kosei, individuality) and 	 Q)	 (jibun no mono
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no mikata ya kangaekata, one's own ways of seeing and thinking) by Monbusho in the
immediate environment (see chapter 9), they logically extend these concepts to the
world sphere. Unless Monbusho dramatically reinforces the nationalist elements of its
policies in schools, it seems unlikely that students will be persuaded to adopt
Monbusho's distinction between principles applied to the local and national spheres, and
principles applied to the international and world spheres.
Whichever course is adopted (and both those outlined above are mere speculation), it
appears that [J I1E (kokusaika) is firmly rooted and here to stay in Japanese schools.
What can be stated with some certainty is that, for most of the junior high school
students in this study, IJ I I E (kokusaika) has progressed beyond the quantitative face
of statistics and well into the qualitative face of identities. Although they interpret
internationalisation in different ways, and construct various identities accordingly, for
the vast majority of students, III (kokusaika) is meaningful and is incorporated into
their sense of self. This notion is illustrated by a poem quoted by a junior high school
student of - 4' in her year's graduation album:
ri
flc1),jyr
(The world is wide,! And wider still! Is the human heart.) (GA: 67)
By opening their minds to the world, by extending their immediate sphere of existence
to include the world, and by making the link between ,k 1 (ningen) and the world,
many students are incorporating the world into their individual identities and are
extending themselves into the world. In other words, these junior high school students
are becoming international.
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Key to data sections cited in text
Appendix 1
This appendix contains a key to the sections of data referred to in chapters 7 to 11. As it
lists only data cited in the text, it is not an exhaustive list of the data collected. A
selection of each section of data can be located in the relevant appendix. Appendix 2
comes immediately following this appendix. However, in appendices 3-7, the names of
people and places involved in the study are freely used, and these appendices are
submitted separately to ensure confidentiality and anonymity.
Q4 - questionnaire on experiences with and attitudes to foreigners. Conducted with
279 second year students in three schools in May 1994.
Q5 - questionnaire on interest in English. Conducted with 832 students of all years in
four schools from April to June 1995
Q7 - questionnaire on national! LI I (kokusai, international) identities. Conducted
with 158 third year students in two schools in May 1995.
A copy of the questionnaires and a summary of the results of each questionnaire can be
found in Appendix 2.
01 - Observation notes made from July to November 1993.
03 - Observation notes made from February to March 1994.
05 - Observation notes made from August to November 1994.
07 - Observation notes made from April to June 1995.
A selection of the observation notes can be found in Appendix 3 (submitted separately).
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W 1 - Comments by second year students on II IfE (kokusaika, internationalisation)
and 11	 (kokusai kouryuu, international exchange) written during a moral
education class.
W3 - essays by third year students on what they have learned through doing club
activities, written during a class activities lesson.
A selection of the student work can be found in Appendix 4 (submitted separately).
D5 - 51ZJ5i 7	 (1995-96 school curriculum plans).
D9 -	 (collection of class compositions): end-of-year essays written by first
year students and printed in booklet fonn.
D1O - asD9
D14 - 5TLJ5 6	 (1994-95 student handbook/diary).
D18 - asD9
A selection of extracts from these documents can be found in Appendix 5 (submitted
separately).
Fl - file of class and year newsletters, and documents relating to Student Council
activities.
F2 - file of teacher newsletters and school schedules.
F3 - file of agendas and minutes of staff meetings, and staff committee newsletters.
F4 - file of documents relating to sports activities.
F5 - file of PTA and health newsletters.
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F7 - file of documents relating to English teaching seminars, and texts of speeches
presented by students in the district English speech contest.
F8 - file of school statistics, timetables etc.
F9 - file of district and prefectural notices and newsletters.
FlO - teaching plans for and materials used in English lessons.
A selection of extracts from these files of documents can be found in Appendix 6
(submitted separately).
T1O - tape of and copies of materials used in third year class activities lesson, recorded
in June 1995.
The tape and materials can be found in Appendix 7 (submitted separately).
GA - - 1' graduation album, March 1996
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Appendix 2
This appendix contains copies and a summary of the three mini-questionnaires which
are quoted in the text.
Questionnaire 4
1. L1i 't	 (Where do you meet foreigners?)............................
2. {1-Ut..	 (How many foreigners have
spoken to?)
1, 2, 3, 4, 5, 6, 7, 8, 9,	 10, morethanlO
3. (Please describe your
experiencewith foreigners.) ...............................................................................................
4.1[A	 5	 (What do you think of foreigners?)..................................
This questionnaire was carried out with 279 second year students in three schools in
May 1994. Students could answer in Japanese or English, and were allowed
approximately 15-20 minutes to complete the questionnaire.
Summary of results
1. Where do you meet foreigners?
[name of the nearest big city]	 221 (79%)
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In own town! village
On school trips
On the train
At home
Other
Questionnaires
139 (50%)
130 (47%)
105 (41%)
23 (8%)
41(15%)
2. How many foreigners have you spoken to?
1-2 foreigners	 156 (56%)
3-4 foreigners	 81(29%)
5-6 foreigners	 20 (7%)
7 or more foreigners	 13 (5%)
no answer	 9 (3%)
Students were specifically told to include the ALTs (me and my predecessor), and so an
answer of 1-2 foreigners means that the only interaction with foreigners has been at
school. The majority of students, therefore, have never spoken to a foreigner except at
school.
3. Please describe your experience with foreigners.
175 descriptions were written. The experiences described covered:
school 81 (46%)
chance meeting 77 (44%)
family and friends 17 (10%)
Examples of what the students wrote are quoted under each of these headings.
Throughout this appendix, students' comments are included as they were written, and no
changes have been made to students' use of kanji and hiragana, punctuation etc.
experiences at school
•	 Q)1J (1) R-c,	 /-D1: Igoodmorningi
	
1I
1M	 U<-c	 U'U/::0 )cT)fl# bo!
ciyt 	 (Q4:2)
•
	
	 AIJJZ UC Igoodmorningi
oC<UU't0 (Q4:9)
•	 ')Uit0 (Q4:29)
•	 9 U
i	 t:,,	 Lo0
(Q4: 58)
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chance meetings
•
(Q4: 6)
•	 ''J 5 Ut:.0 (Q4:7)
•	 ht t$o< 9 UkJ
t:.Q)5iU?ot:., (Q4: 10)
•	 fi'9	 7i—-'Wi'/0
AAt)j S
	
UUco
t:.t:ot (Q4: 11)
•	 !(Q4:15)
experiences with family! friends
•
A5l<	 U-t'j'oi.
rt (*1) (iM4L'	 iU	 /'9 U Ut)
(Q4: 20)
•	 A1i0 (Q4:22)
•	 Q)UAAtC)A°)	 (HA) 7C 'oUU
t: ! (Q4: 23)
•
	
	
'oU:/
veryhappy!
Lo/ (Q4:41)
4. What do you think of foreigners?
With the first three classes (93 students), this question was completely open. In these
classes, 53% of the student comments referred to the appearance of the stereotyped
Westerner (e.g. "tall" (27% of total responses from these three classes), "big nose"
(12%), "blond hair" (6%), "blue eyes" (5%), "white" (3%) and "big feet" (<1%)). After
these three classes, students in other classes were specifically requested not to write
about appearance.
The following is a selection of student responses to this question:
•	 5io'9
II	 S	 (Q4: 30)
•
.t U'0 c')AlU< C'9 A<	 UI'A/Ji.
—<	 V'	 (Q4:32)
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•	 9	 tA10	 1I
UCL,10 (Q4:33)
•	 <
UIO (Q4:35)
• i5*A	 JI',5O (Q4:36)
•
(Q4:39)
•
t	 v't0 (Q4: 40)
•	 ttL1'0 (Q4:44)
•	 5 ' h	 L'	 II
c1) - j,' U .. hi.	 o i: (Q4: 47)
• *WA	 O t)
-wj%	 k/
AO'	 69O (Q4:51)
•	 UUC
(Q4: 52)
• )	 TJIvt/u L	 t\c1)t)0 (Q4: 54)
•	 UU1 Ut
LA15O (Q4:56)
•	 L'A/	 (—tzy1)	 (77)
(Q4: 57)
•	 U1i\ (Q4:63)
•	 A/O (Q4:65)
•	 c;1
(Q4:68)
•	 H*c1±! ! (Q4: 72)
•	 (Q4: 75)
•	 tRLC	 UtU'o/0 (Q4:76)
•	 *A^	 11	 )A	 7A,l0 (Q4:77)
•	 i5	 (Q4: 80)
•	 (Q4: 83)
• bth?O (Q4:93)
•	 (Q4:94)
•	 Ctx2o.V,'0 1<i
	
(Q4:95)
•	 (Q4:99)
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Questionnaire 5
1. Did you learn English before junior high school?
- Yes (where?)
-No
• Do you learn English outside school now?
Yes (where?)
No
Do you like English?
1.............................2................................3.................................4.................................. 5
at all	 not really	 so-so	 a little	 a lotj
jI1\
4. Why/why not?
This questionnaire was completed by 832 students of all years in four schools, between
April and June 1995. The questionnaire was written in English, as it was administered
during English classes, but verbal explanations were given in Japanese and students
were free to write answers in English or Japanese. Approximately 10-15 minutes were
allowed for completion.
Summary of results
The first table shows the numbers and percentages of students marking themselves at
each point of the 1-5 scale of liking! disliking English. The table is divided into two
sections, comparing the students who gave internationalisation-related reasons for
liking/disliking English with those who did not.
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reason	 I	 1	 2	 3	 4	 5
internationalisation- 2(-) [8%]	 1(-) [1%]	 5 [2%] 47 [17%]	 55 [26%]
related reasons
not mt. related I 24 [92%]	 76 [99%]	 233 [98%] 233 [83%] 156 [74%]
total [100%]	 I 26	 77	 238	 280	 211
Figures in brackets compare the percentage of students who gave each type of reason at
each point of the scale. The three students identified by a minus sign, who rated
themselves at I or 2 on the scale, gave anti-international comments, claiming that they
did not like English because they were Japanese. It is interesting that the proportion of
students writing positive internationalisation-related comments rises at each point of the
scale.
Reading the table horizontally rather than vertically, 97% of the students who gave
explanations related to internationalisation say that they like English (50% marked '5' on
the 1-5 scale, and 47% marked '4'). This is compared to 54% of the students who did
not mention internationalisation-related reasons for liking or disliking English.
From this questionnaire, at least, it can be assumed that interest in internationalisation is
strongly correlated to a liking for English. However, the pattern varies according to the
year of junior high school. The following table shows the number and percentage of
students at each point of the 1-5 scale according to the year.
I	 1	 2	 3	 4	 5
Year 1	 9 [2%]	 28 [6%]	 121 [25%]	 166 [34%] 159 [33%]
Year 2 I	 16 [7%]	 42 [17%]	 77 [32%]	 71 [30%] 34 [14%]
Year 3 I	 1 [<1%]	 7 [6%]	 40 [3 7%]	 43 [39%] 18 [17%]
total	 I	 26 [3%]	 77 [9%]	 238 [29%]	 280 [34%] 211 [25%]
The figure in brackets is the percentage of the year group who marked each point of the
scale.
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As can be seen in this table, the percentage of students who like English ('4' or '5' on the
scale) decreases from 67% in the first year to an average of 48% in the second and third
years. The same applies to the connection by students of English with
internationalisation. The following table shows the division of students by year and by
the type of reason they gave for liking or disliking English.
Year 1
	
Year 2	 Year 3
	
total
internationalisation-I
	
90 [19%]	 15 [6%]	 5 [5%]	 110 [13%]
related reason
not mt. related	 I	 393 [81%]	 225 [94%]	 104 [95%]	 722 [87%]
total	 I	 483 [100%]	 240 [100%]	 109 [100%]	 832 [100%]
When students arrive at junior high school, many of them state internationalisation-
related reasons when describing why they like English. After one or two years of
learning English, these internationalisation-related reasons fade in importance, replaced
largely by references to grammar and vocabulary. This trend away from 'English for
internationalisation' in students' minds is clearly observable in the first few months of
the first year. Questionnaires with first year students were carried out over their first
three months at junior high school, and the following pattern was observed:
I	 April	 May	 June
internationalisation-I	 41 [28%]	 29 [21%]
	
20 [10%]
related reasons
not int.related	 107 [72%]	 110 [79%]	 176 [90%]
total	 I	 148 [100%]	 139 [100%]	 196 [100%]
In summary, then, this questionnaire shows that liking for English is correlated to
enthusiasm for internationalisation. This connection by students of English to
internationalisation is particularly strong when students first arrive at junior high school,
but is noticeably diminished through the three years, and even the first three months, of
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junior high school. Student comments suggest that the reality of memorising vocabulary
and grammar structures tends to supersede the ideas of English for intemationalisation.
At the same time, those students who do retain internationalisation-related motives
through into the second and third years tend to be those who like English the most. The
following is a selection of the intemationalisation-related answers that students gave to
the question of why they do or do not like English. Ideas which recurred repeatedly in
the questionnaires are repeated in this selection too, to give an idea of the frequency as
well as content of students' ideas. The first number in brackets at the beginning of each
quote indicates which year the student belongs to, while the second number shows the
point of the 1-5 scale at which the student rated himself' herself. For example (1,4)
refers to a first year student who marked '4' on the 1-5 scale of liking English.
•	 (1,4):U'	 (Q5:23)
• (l,5):L77, 91
(Q5:31)
• (1,5): H 7 k O
	-Lr-M:
(Q5: 63)
• (1,5): English
	 IAQ)A	 {oo 1.'i' U, English
('i.
(t:Ai)	 (Q5:72)
• (l,5):g.	 tU\IU
<.C.
L/ (Q5:95)
•	 (1,5):	 (Q5:
107)
• (1,4):1}Q)Ajt:<
	
(Q5:117)
• (1,4): tUOI
	 hFjt'U 'ctt
AtU'to (Q5: 153)
•	 (1,5):	 1ht	 (Q5: 183)
• (2,4):)AtLi..0	 oit</t1
 'i'::
11'tli'0
 (Q5:281)
•
• 5x,'a0 (Q5:311)
• (2,5):*
	
L,k	 L-"t0 (Q5:
315)
•	 (2,3):cJZ 9t0 (Q5:331)
• (3,4):—)t:7
10 (Q5: 442)
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•	 UJz)
o1j) o 
_J L	 n'vC< 1GOUI' O (Q5:
481)
• (3,5):-	 t-1	 iaa:C-jt iQ)U<
U^Ji' O
 (Q5:488)
• (1,4):	 c'j UUTJ	 o
(Q5:496)
•	 (1,4):	 <	 t:&5O (Q5:511)
• (1,5):	 AL0 (Q5: 513)
• (1,5):''3	 cOA
	
UU	 'iO (Q5:
516)
• (1,4): 1-I1Q)A	 LtJI'	 i, (Q5: 526)
• (1,4)	 AAU1i
tt 0
 (Q5:531)
• (1,4):t: 0 (Q5:543)
•	 (1,5):i/<
(Q5:557)
• (1,4)<
	
(<:7/7
	
1jg)
(Q5: 594)
•
(Q5:617)
•	 (1,5):<t	 U
ii'.
	
	 j.	 U-	 U1'
(Q5:628)
•	 (1,5):	 U	 ltc')	 (Q5:
641)
• (1,5): *O
(Q5: 647)
•	 (1,5):U1	 (Q5:
676)
• (1,4):	 Ut:t'0 (Q5: 679)
• (1,4):	 oAt
	
(Q5:680)
•	 (1,4):	 (Q5: 696)
•	 (1,5):	 i'-	 <	 ! tO (Q5: 703)
• (1,3): 1LA cOAc	 L U O	 AJ/ < c
(Q5:704)
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•	 (1,4):iC..	 Ct' !	 (Q5:
718)
(1,5):	 UV't.V0 (Q5:724)
'	 (1,5):	 (Q5: 732)
•	 (1,5):	 (Q5: 738)
•	 (Q5:746)
•	 (1,5):	 (Q5:753)
• (1,5): * & 1 QY	 L'<'L/"f±	 it74i UI/
V't	 A-C1*
LCU')	 (Q5:754)
•	 (1,4):1
	
(Q5:767)
• (2,1): H*At
	 (Q5:805)
•	 (2,1):	 (Q5: 807)
• (2,4): ft1L c7)Ic)A	 , (Q5: 825)
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Questionnaire 7
1. What	 is	 an	 international	 person?	 I Li 1	 A J
	
^ li 1J
..................................................................................................................
....................................................................................................................I
...................................................................................................................I
2. To what extent do you consider yourself to be....	 L.'<JL'l cQ) <'
Japanese r*Aj 	1.....................2....................3.......................4...................... 5
International I II,&j	 1.....................2....................3.......................4...................... 5
3. Why?
This questionnaire was conducted with 158 third year students in two schools in May
1995. Students were given approximately 15-20 minutes to complete the questionnaire
in Japanese or English.
Summary of results
1. What is an international person?
A wide variety of definitions were offered by students. These can be grouped into the
following eight categories.
• a person irrelevant to self 	 28 [18%]
• someone who has specific knowledge or skills 	 53 [34%]
• someone who has contact with foreigners! foreign countries 71 [45%]
• someone who has a certain lifestyle 	 2 [1%]
• someone who makes a contribution to the world 	 5 [3%]
• a person with a certain way of seeing the world	 13 [8%]
• someone who has a world perspective 	 6 [4%]
• someone who can get along abroad 	 5 [3%]
As some students gave multiple definitions included in various categories, and 28
students (18%) gave no definition, the percentages do not add up to 100%. Each
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category will be defined, and examples of student definitions in each category will be
given.
• a person irrelevant to the self
Included in this category are definitions of an international person as a foreigner (16
students, 10%), someone living in a foreign country (7 students, 4%), a returnee to
Japan (2 students, 1%) and someone with a different religion or race (3 students, 2%).
Examples of student comments include the following:
•	 *A_O (Q7:37)
•	 AIAO (Q7:120)
•	 I	 :{A.,c,k0 (Q7:82)
•	 (Q7:148)
•	 (Q7: 17)
• someone who has specific knowledge or skills
Included in this category are definitions of an international person as someone who can
speak foreign languages (34 students, 22%) or someone who knows about different
countries (19 students, 12%). Examples of student comments include the following:
•	 (Q7:7)
•	 (Q7:147)
•	 UtA	 U-1tJ
Lt'A (Q7:58)
•	 (Q7:95)
• someone who has contact with foreigners! foreign countries.
Included in this category are definitions of an international person as someone who
travels abroad (26 students, 16%) and someone who has links or contact with foreign
countries and/or people (45 students, 28%). Examples of student comments include the
following:
•
	
	 XL</AO (Q774)
i/v I4kO (Q7:64)
•	 kAj<	 CAO (Q7:109)
•	 (Q7:157)
• someone who has a certain lifestyle
This category was for definitions of an international person as someone who
incorporates or accepts foreign cultures into his/ her own way of living (2 students, 1%).
Both students' definitions are quoted:
•	 AUZctAo (Q7:83)
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S	 (Q7:123)
• someone who makes a contribution to the world
This category was for definitions of an international person as someone who contributes
to the world, or to international relations, or who does something internationally (5
students, 3%). Examples of students' comments include the following:
•	 CD<
	
(Q7: 16)
•	 JtAO (Q7:131)
• a person with a certain way of seeing the world
Included in this category are definitions of an international person as someone who
looks out to the world (2 students, 1%), someone who can take a wide perspective or
multiple perspectives (6 students, 4%), someone who thinks differently from ordinary
people (2 students, 1%), someone who can value other countries and people (1 student,
<1%) and someone who treats all people equally, regardless of nationality (2 students,
1%). Examples of students' comments include the following:
•	 'ft1i\7.A0 (Q7: 12)
•	 (Q7:55)
•	 lTJ"C,.	 'C1,'A (Q7:13)
•
	
	 () (Q7:
107)
•	 ALA (Q7:66)
•
A (Q7:72)
:.	 A (Q7: 14)
• someone who has a world perspective
Included in this category are definitions of an international person as a human being (4
students, 3%) and as someone who works for world peace (2 students, 1%). Examples
of the students' comments include the following:
•	 tO/,& (Q7:65)
•	 h1/iCAC)co (Q7:76)
•	 fl1AO (Q7: 115)
• someone who can get along abroad
This category was for definitions of an international person as someone who is able to
get along or be accepted (i't) in other countries (5 students, 3%). Examples of
the students' comments include the following:
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•	 (Q7:lf'6)
•	 t'AO (Q7: 119)
2. To what extent do you consider yourself to be Japanese/
international?
ntionl
1	 2	 3	 4	 5	 total
n 1	 1	 5 [3%]	 25 [16%] 19 [12%] 43 [27%]	 93 [59%]
t----------------------------------------------------------------------------
e
r 2	 0	 2 [1%]	 10 [6%] 20 [13%] 14 [29%]	 46 [29%]
n---------------------------------------------------------------------------
a
t 3	 0	 0	 3 [2%]	 5 [3%]
	
6 [4%]	 14 [9%]
0
n 4	 0	 0	 0	 0	 1	 1[O%]
a ---------------------------------------------------------------------------
5	 0	 1	 0	 0	 3[2%]	 4[3%]
tOtal	 1 [<1%] 8 [5%] 38 [24%] 44 [28%] 67 [42%]	 158 [100%]
3. Why? (national identity)
The following table shows the reasons relating to national identity given by students for
their self-rating on the 1-5 scale, shown above. Reasons are grouped into categories.
Multiple reasons were given by some students, and so are included in more than one
category.
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Reason	 1	 2	 3	 4	 5	 total
genealogical	 0	 0	 1	 2	 5	 8 [5%]
born andlor brought 	 0	 0	 0	 0	 16	 16 [10%]
up in Japan
nationality	 0	 0	 0	 0	 2	 2 [1%]
language: positive	 0	 0	 3	 7	 6
negative	 0	 2	 6	 3	 0	 27 [17%]
culture: positive	 0	 0	 3	 7	 12
negative	 0	 0	 8	 3	 0	 33 [21%]
knowledge: pos.
	
0	 0	 0	 2	 0
neg.	 0	 0	 8	 3	 0	 13[8%J
maturity	 1	 1	 4	 2	 0	 8 [5%]
role/contribution	 0	 0	 1	 0	 0	 1 [<1%]
way of thinking	 0	 1	 1	 1	 1	 4[3%]
noreason	 0	 3	 12	 18	 27	 60 [38%]
To summarise, the first three categories (genealogical, born and/or brought up in Japan,
nationality) can be grouped into 'given' reasons - facts which students cannot change.
The 16% of students who gave such reasons tended to give a high self-rating of their
national identity (average 4.85). By contrast, the second three categories (language,
culture and knowledge) plus maturity can be grouped as aspects of national identity
which have to be developed through life. The 51% of students who cited such reasons
gave a lower self-rating of their national identity (average 3.74). Within this category,
40 students (25% of the total) specifically gave negative reasons. That is, they stated
that they were not fully Japanese yet because of their lack of linguistic, cultural or social
knowledge and abilities, or because they were still immature. A further minority of 5
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students (3%) explained their national identity rating by reference to their way of
thinking or sense of responsibility in the nation.
A selection of students' comments in each category follows. The number in brackets at
the beginning of each quote gives the student's self-rating on the 1-5 scale.
genealogical
• (5): *A1O (Q7: 1)
• (5):	 tot	 (Q7: 16)
born and/or brought up in Japan
•	 (5):	 (Q7: 19)
•	 (5):	 (Q7:79)
nationality
• (5):	 H*J	 (Q7:20)
language - positive
• (4):	 LO (Q7: 2)
•	 (5):11	 ,	 1/CC%	 ALC''0
tcfr	 *At'5	 (Q7:55)
language - negative
•	 (2): t7	 7,	 <	 (Q7: 34)
• (3):	 O't5j (Q7: 26)
culture - positive
The category "culture" incorporates comments on daily lifestyle as well as on more
traditional national culture (sports, arts etc.).
• (4):	 I'tt	 o!J *{hO (Q7:
83)
• 5): — 	 <"UCd
C. 5	 (Q7: 32)
culture - negative
• (3): 1 OL	 UC1,'	 *ttC. h
(Q7:35)
• (4):*AU< *L19
	
LC<
CL.	 ojcO*,k
A< H5CO
15O (Q7:73)
knowledge - positive
•	 't:	 IIitO (Q7:56)
• (4): AjL *Q)C. —	(Q7:76)
knowledge - negative
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• (2): H*cO	 iZ1J	 (Q7:17)
• (3): H*A U-t	 UI:<
(Q7: 24)
maturity
• (1): H*,& L/C.	 17' (Q7:30)
• (3): H *A LC	 C' Uji	 (Q7:
29)
role/contribution
U (3): H*	 UCt1U' 0 (Q7:46)
way of thinking
• (2): H*A	 4L'JiZ<	 (Q7: 117)
• (4):	 H*AUO (Q7:112)
4. Why? (international identity)
The table on the next page shows the reasons relating to international identity given by
students for their self-rating on the 1-5 scale, shown above. Reasons are grouped into
categories. Multiple reasons were given by some students, and so are included in more
than one category.
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Reason	 1	 2	 3	 4	 5
	
total
not in category	 6	 0	 0	 0	 0
	
6 [4%]
knowledge & : pos.
	 0	 9	 1	 1	 0
skills	 neg.	 38	 9	 0	 0	 0
	
58 [37%]
lifestyle: positive	 0	 1	 1	 0	 0
negative	 1	 1	 0	 0	 0
	
4[3%]
contact &: positive 	 0	 2	 1	 1	 0
travel	 negative	 18	 6	 3	 0	 0	 31 [20%]
role/contribution	 1	 0	 1	 0	 0
	
2[1%}
ways of thinking:	 6	 5	 2	 0	 2
	
15[9%]
world perspective	 0	 0	 2	 0	 1
	
3 [2%]
maturity	 5	 2	 1	 0	 0
	
8 [5%]
no reason	 30	 15	 5	 0	 1	 51 [32%]
Comparing this table to the previous one, it is noteworthy that international identity is
not seen as automatic or given, except by the few students who define themselves as
international by virtue of being human. By contrast, 4% of students claim that they can
never be a I1 IA (kokusaUin, international person). The definitions of the majority of
students suggest that international identity, like national identity, is developed over time
through the efforts of the individual.
A selection of students' comments in each category follows. The number in brackets at
the beginning of each quote gives the student's self-rating on the 1-5 scale.
not in the category
This category is for the students who state that they are not, and never can be, Il IA
(kokusain, international person).
(1): 1I	 (Q7: 87)
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• (1):fUjH*5
(Q7: 101)
knowledge and skills - positive
This category includes knowledge of foreign languages, cultures and countries.
•	 (Q7:1l0)
•
Uo/ U/U	 tY0 (Q7:69)
knowledge and skills - negative
•	 (1):b'L,
(Q7:34)
•	 (1):	 9	 c	 (Q7:
146)
lifestyle - positive
• (2)	 4UMvC1'0 (Q7:91)
lifestyle - negative
• (I):.WL
	
(Q7:106)
contact and travel - positive
•
Lt3 Ut	 t:cor (Q7:136)
•	 (3):	 UC.. !.J>'
(Q7:142)
contact and travel - negative
• (1):	 *A
Pci7Q)C	 Al2O (Q7: 128)
•
(Q7: 151)
role/contribution
• (1): Hoi"C	 U1"O (Q7:80)
•	 (1):	 {J4	 (Q7: 90)
ways of thinking
•	 (1):,kL1	 lYt:cO.	 1
,<	 (Q7:56)
•	 (2):	 t-it	 (Q7: 43)
•	 (2): 1lAt''	 tl,'( tV'o	 'L
co: ^	 tCit0
(Q7: 55)
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world perspective
Students in this category all defined an international person as a world citizen, or a
member of the human race.
•	 (3):	 (Q7:65)
• (3):	 tCJ Q)A
(Q7: 76)
maturity
• (1):A
	
(Q7:30)
•	 (2):	 tt7O (Q7: 9)
•	 (3):
77U)C (Q7:107)
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Glossary of Japanese terms
aisatsu	 ritual greetings and formulaic expressions
amaeru	 to depend on smn., demand attention
1' \	 ikigai	 reason for living
>
	
ikikata	 way to live, way of living
-•	 isshoukenmei	 with all one's might
> 
-	
icchuu	 'first junior high'
F'J	 uchi	 inside
ura	 behind
)J '-'	 omoiyari	 thoughtfulness, consideration, empathy
>
	
omote	 front, face
gambaru	 to try hard, persevere, do one's best
kami	 god, spirit
>
	
kanji	 Chinese characters
kurou	 suffering, hardship
	
i I &5	 kejime	 distinction (see section 5.2)
kokugo	 the national language
L1 Iii	 kokusai	 international
II1E	 kokusaika	 internationalisation
kokusaUin	 an international person
kokoro	 heart, mind, inner self
1i A	 kojin	 individual
1I	 kosei	 individuality
sakura	 cherry blossom (tree)
jikaku	 self-awareness
>
	
shikouryoku	 powers of thinking! ability to think
shidou	 guidance, teaching
	
C'.)	 . jibun no kangae one's own thoughts/ideas
jibun wo shiru to know the self
shintou	 lit. "the way of the gods", Japanese religion
susunde	 willingly, voluntarily, of one's own accord
juku	 cram school
1'P	 seishin	 mind, spirit, will
sekkyokuteki	 positive, active
soukoukai	 sending-off ceremony
solo	 outside
(ama	 soul, spirit
tatami	 a woven floor mat
tachiba	 position, viewpoint
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-c 1J	 tatemae
>
	
touban
nihongo
>
	
nihonjin
*,&	 nihonjinron
ningen
A1	 ningenai
A 1fl ri	 ningen kankel
AfJJ	 ningen keisei
hakama
JiE	 han
hansel
hanchou
ijIfr)j handanryoku
fukuhanchou
honne
>
	
iAIC mizukara
susunde
Monbushou
yaruki
yutaka
- -	 roumaji
face
person on duty
the Japanese language
Japanese person
theories of Japaneseness
human being, mankind, character, nature
love of human beings
human relations
the formation of humans, character building
long, pleated skirt
small group (of approx. 4-6 students)
self-reflection, soul-searching
head of han
ability to judge
deputy-head of han
real feelings
of one's own accord, of one's own free will
Ministiy of Education, Science, Sports and Culture
will, drive, motivation
richness, abundance
Japanese written in Roman alphabet
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